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AN ABSTRACT OF THE THESIS OF

Rayan Mohammad Rabea Katerji for Master of Arts
Major: Educational Administration & Policy Studies

Title: Evaluating the Impact of TAMAM Capacity Building Model: The Case of a Lebanese

Private School

This research study involves an in-depth evaluation of TAMAM capacity building model
in one of its participating schools and follows a qualitative case study design that also adopts a
collaborative evaluation study. It has a threefold purpose: (1) to examine the effectiveness of
TAMAM’s capacity building model in reaching its desired changes in the professional
knowledge, skills, and attitudes of the TAMAM school leadership team members, (2) to explore
its impact on their motivation, and (3) to explore its impact on the school organizational learning
in terms of its professional norms and structure. The case school is a private non-profit school that
joined the TAMAM project in the year 2013-2014 and volunteered to implement its newly designed
capacity building program. The case school completed one full cycle of TAMAM’s school improvement
journey in 2017- 2018. The participants in the study will comprise all the individuals who took part in the
capacity building activities in the TAMAM project at the case school between 2013-2019, the school lead
team members, the head of the advisory board of the case school, the school principal and the Project
Steering Team (PST) at the American University of Beirut. Diagnostic checklists, individual interviews,
focus group interviews, as well as relevant school documents, were the sources of data. The findings of
the study reveal that members’ participation in the TAMAM project resulted in considerable
growth in their acquisition of the knowledge, skills, and attitudes of TAMAM competencies and
stations of its school improvement journey. TAMAM capacity building model seemed to have
reached to a large extent, its desired changes in the professional learning and capacity building of
members that enabled them in leading effective and sustainable school-based improvement.
Findings also showed that the lead team participation in the TAMAM project had a mostly
positive impact on strengthening the team motivation and sustaining their commitment towards
leading improvement initiatives due to their increased feelings of competence, autonomy, and
collaboration that subsequently increased their motivation and empowered them to be agents of
change. Finally, findings also showed that the participation in TAMAM project had several
impacts on the organizational learning manifested by a myriad of structural and normative
impacts on the case school. Results reveal the effectiveness of TAMAM capacity building model
illustrated in terms of the outcomes it achieved in building lead team members’ leadership
capacities that prepared them and motivated them to lead school improvement and in terms of its
alignment with what the literature proposes as effective professional development approaches
that build leadership capacity for improvement. Drawn from the study results, recommendations
for practice are suggested, and recommendations for research are also proposed.
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CHAPTER I

STATEMENT OF THE PROBLEM

Introduction

Within the political and social change climate and the expressed widespread
dissatisfactions with the status quo during the Arab spring revolutions, education reform remains
critical for the development of Arab societies (Faour, 2011). Despite the heightened interest and
the resources invested, Arab students still fare poorly on the Trends in International Mathematics
and Science Study (TIMSS) and in Programme for International Student Assessment (PISA) -
international assessments that compare students around the world. Results on these tests
repeatedly indicate that Arab students have poor performance scores that fall considerably below
the international average (Faour, 2011). According to Faour (2011), these results are attributed to
the traditional, teacher-centered pedagogy, and centralized authoritarian educational systems in
Arab countries that result in dependent and submissive students who lack critical thinking,
creativity, and problem-solving capabilities as well as values that promote democracy and
effective citizenship. This requires an educational revolution that aims at graduating citizens with
21% century skills, values, and dispositions that promote democracy in the Arab world (Faour,
2011). Despite the growing awareness of the need for educational reform, Arab reform attempts
failed in positively influencing schools, classroom practices, and students’ achievement
(Bashshur, 2005). Many associated the failure of these attempts with certain design
characteristics related to the planning, implementation and evaluation of the reform initiatives

and are shaped by the sociopolitical context of the Arab region (Karami-Akkary, 2014).



Statement of Problem

Based on a review of large-scale educational reform attempts in a representative group of
five Arab countries: Morocco, Egypt, Lebanon, Jordan, and Qatar, Karami-Akkary and Rizk
(2011) identified key shortcomings of Arab reform initiatives and concluded that certain
common characteristics and challenges of educational reform in the Arab region are associated
with these shortcomings. Additionally, Karami-Akkary (2014) reported that school reform
initiatives in the Arab countries were mostly driven by political agendas and top-down mandates
driven by centralized decision-making with an overreliance on outside “experts” and limited
involvement of school-level practitioners (EL- Amine, 2005; Karami-Akkary & Rizk, 2014;
MENA Report, 2008;). These reform attempts adopted or copied Western and international
programs and “parachuted” them onto Arab schools without being mindful of the norms of the
schools as well as the problems and needs of practitioners (Bashshur, 2005; Karami-Akkary &
Rizk, 2014). Arab scholars seem to agree that the underlying belief guiding these reform
initiatives is one that considers practitioners as obedient employees who lack the professional
capacity to adjust to changes and consider professional growth as a real burden (Bashshur, 2005;
El-Amine, 2005; Faour, 2012; Karami-Akkary, 2014). Bashshur, (2005), EI-Amine (2005),
Karami-Akkary and Rizk (2011) also agree that in the face of the demands of reform, little
attention is given to the fact that school level practitioners lack the skills needed to implement
and sustain innovative practices. Faour (2012) asserts that a ‘substantial proportion of teachers
in most Arab countries at all school levels lack pre-service training and readiness for facing the
challenges of a changing society’” (p. 15). In sum, building capacity seems not to be considered a
crucial antecedent for initiating school-based reform and achieving sustainable improvement in

many Arab countries.



Additionally, the failure of these change initiatives to address the challenges of their
implementation is attributed to the absence of clear strategies outlining their plans for
implementation and evaluation (Karami-Akkary & Rizk 2011; Karami-Akkary, 2014). Mehta
(2010) emphasizes the relationship between research policy and practice for reform to be
sustainable. The 2008 Middle East and North Africa (MENA) development report states that the
initiation and design of Arab reform programs and policies neither relied on evidence derived
from evaluative measures nor prioritized monitoring and evaluation as two fundamental pillars
guiding reform decisions and supporting change throughout the implementation process.
Karami-Akkary, El Saheli Elhage, Mansour, Sarieddine, and Katerji (2016) stress on the
importance of evaluation to support change with evidence and emphasized the importance of
involving key stakeholders in this process to inform and refine their improvement process.
Unfortunately, educational evaluation in Arab reform projects was considered more of a goal
than a tool and/or basis for continuous improvement and the designing of reform program
initiatives (Karami-Akkary et al., 2016). Arab education ministries rarely fund or support
individuals and institutions to conduct evaluative research that focuses on diagnosing local
educational problems and needs (Karami-Akkary et al., 2016). Karami-Akkary and Rizk’s
(2011) study shows that the data collected during and after reform attempts rarely originated
from needs assessment activities, monitoring of programs during implementation or summative
evaluation of impact. Moreover, in the rare occasions where evaluation is conducted, for certain
Arab reform programs, there was a lack of stakeholders and practitioners’ involvement and

results were not fed back into the improvement process.

On the other hand, the scarcity of empirical research in the social sciences in the region

(EL- Amine, 2009; Karami-Akkary & Rizk, 2012) has resulted in a poor culturally grounded



knowledge base that can inform education reform initiatives. This leaves educational
policymakers highly reliant on ideas borrowed from the available literature (international, and
mostly Western) as they go about designing and implementing their reform initiatives (Karami-

Akkary & Rizk, 2012).

Considering these shortcomings, several Arab scholars agreed that there is an urgent need
for a paradigm shift that triggers fundamental transformations in how educational reform ought
to be designed, initiated and implemented in schools around the Arab world, and what role
practitioners should play at the school level in order to initiate and implement this reform
(Bashshur, 2005; EI-Amine, 2005; Karami-Akkary & Rizk, 2011). The MENA (2008)
development report recommends that Arab reform attempts need to decentralize the decision-
making process, involve practitioners and all stakeholders in the reform planning process, and
build professional capacity that is centered on supporting and sustaining the improvement
initiative. Moreover, scholars recommended that educational research become closely connected
to practice to increase its relevance to practitioners and policy makers (Karami-Akkary & El

Saheb, 2018)

TAMAM is a new educational reform initiative in the Arab region, which combines
research with development in order to support school-based improvement (Karami-Akkary &
Rizk, 2011). The project designers aim at developing homegrown models to inform school-based
reform in an attempt to overcome the barriers that hindered the success of existing attempts. Its
main model consists of a design for building leadership capacity among teams of practitioners
for school-based improvements. The TAMAM leadership capacity building design is a “bottom-
up” model where “top-down” support is directed at facilitating effective implementation and

sustainability of practitioners’ initiated innovative practices (Karami-Akkary & Rizk 2011,
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Karami-Akkary, El Saheli Elhage, Sarieddine, & Katerji, 2013; Karami-Akkary, Saad, & Katerji,
2012; Lambert, Zimmerman, & Gardner, 2016). The project was launched in 2007 at the
American University of Beirut based on a memorandum of understanding between the university
and the Arab Thought Foundation, the main funder since that date 2007 (Karami-Akkary et al,
2012). TAMAM started out by being implemented in nine private schools in three Arab
countries. In 2011, it completed its first phase during which it developed a culturally grounded
model for building the leadership capacity in teams of schools to lead sustainable school
improvement initiatives. In 2020, the project expanded and included 69 educational institutions
in eight Arab countries, more than 600 practitioners (teachers, academic coordinators, and
principals), 32 coaches, 32 researchers from 12 universities, and 20 policymakers from ministries
of education and private educational institutions (2020; tamamproject.org). The project is
considered a pioneer in the region in targeting school-based improvement through building

leadership capacity at the individual and system levels (Lambert et al., 2016).

Rationale

Building leadership capacity among a broader number of school members plays a major
role in building school capacity for sustainable improvement and in having sustainable school-
based reform (Lambert, 1998, 2003; Lambert et al., 2016; Stoll, 2009). Developing teacher
leadership is believed to be central to building collective and shared leadership capacity
(Lambert et al., 2016). Lambert et al. (2016) indicate that for schools to have high leadership
capacity there is a need to build among teachers skills for collaboration, problem-solving,
reflection, and inquiry, as well as enable data-based and shared decision-making, responsibility
and accountability, while keeping students’ learning as the focus. Fullan (2016) claims that in

that context, teachers acquire leadership skills that prepare them to reflect on issues, inquire

5



about new challenges, make decisions as a group, and, most importantly, initiate change instead
of blindly executing top-down improvement initiatives that are imposed on them. Hence,
teachers become active agents of change, and their collective leadership capacities become the

driving vehicle for building the school’s capacity for sustainable improvement.

Senge (1990) and King and Newmann (2001) relate building school capacity to
organizational learning and self-renewal. Organizational learning depends on the learning of the
individual, group, and the organization as a whole through learning opportunities that involve
collaboration, inquiry, and questioning of the deep taken for granted assumptions and values to
develop new professional norms and values possessed and shared among school members
(Collinson et al., 2006). Enhancing the learning of individuals, disseminating this learning to all
school members, and providing a democratic and supportive structure for organizational systems
are factors that are associated with fostering schools’ organizational learning and self-renewal

(Collinson et al., 2006; Silins et al., 2002).

Building capacity for improvement in schools requires a major reframing of the existing
practices of professional development and learning. Effective professional development (PD)
positions teachers as active participants and proactively self-directed learners and allows more
collective participation and active learning among them to elicit their professional values, skills,
and competencies. Professional development that is embedded in teachers’ continuous and
ongoing experiences and that fosters collaboration among teachers, reflective practice, problem-
solving, inquiry, and action research promotes teachers’ leadership skills essential for building
school capacity that facilitates improvement and enhances its sustainability in the schools (Fullan
& Hargeaves, 2016; King & Newmann, 2001; Mitchel & Sackney, 2011). Besides, professional

learning opportunities that acknowledge teachers’ competences and enhance them, foster
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teachers’ autonomy by involving them in PD planning and decision-making processes, and
supporting their need for relatedness through collaboration and interactive relationships,
(Angeline, 2014; Hill, 2015). Consequently, the latter is considered to augment teachers’ self-
determined motivation and affects teachers’ intent and commitment to change (Angeline, 2014;
Hill, 2015). Webster-Right (2009) reported that the literature on professional learning is scarce:
Not much research has been conducted neither on the perspectives of those participating in the
professional development activities nor on nature and impact that this experience has had on

promoting their professional learning.

On the other hand, collaborative evaluation is considered a tool for learning at the
individual and organizational levels and is recommended to be used throughout all stages of
reform programs (Campbell, 2013). Its design greatly values the participation of stakeholders. It
engages them in reflection and inquiry within their context leading to the development of skills
that are key elements for building their capacities for sustainable school improvement and

organizational development (Campbell, 2013; Patton, 2004, 2008).

In the Arab context, Karami-Akkary and Al-Sahib (2018) review of Arabic literature of
educational administration recommends that Arab researchers need to work on more evaluative
studies for the quality control of improvement initiatives and reform programs. They argue that
engaging in collaborative evaluation helps build theoretical understandings that can enhance the
knowledge base on effective school improvement practices and inform educational policies

(Karami-Akkary et al., 2016).

As a school-based improvement initiative in the Arab context, the TAMAM project is

designed to prepare teams of practitioners at the school level to plan, implement, and sustain



teacher-driven improvement initiatives that are both useful and effective for teachers and schools
in their local contexts (Karami-Akkary & Rizk, 2011). TAMAM aims at building leadership
capacity through engaging practitioners in collaborative inquiry and reflective skills,
empowering those practitioners with new habits of mind (Karami-Akkary & Rizk, 2012).
Teachers in TAMAM are invited to become active learners, autonomous, self-directed, and
proactive professionals who engage in producing actionable knowledge as well as in being
change agents in their organizations (Karami-Akkary & Rizk, 2012). Action research is
emphasized and used as a vehicle for reflective practice and positive change in schools (Karami-
Akkary & Rizk, 2011). TAMAM project involves an extensive collection of data so as to
monitor all its activities starting from the project design, implementation, monitoring stops, to its

extensive evaluation process (Karami-Akkary et al., 2013).

Despite TAMAM increasing popularity among Arab schools, evaluation of the impact of
its capacity building model is still limited. To date, the Project Steering Team (PST) completed
one evaluation of the impact of the project (Karami-Akkary et al., 2016). This thesis aims to
examine the effectiveness of the capacity building program and explore its impact on one of the
participating schools that have recently completed this program. This research study focuses on
the capacity building model of TAMAM and not the whole TAMAM reform model. Hence, it
examines the effectiveness of TAMAM’s capacity building model on the professional learning of
the school team members and its impact on the motivation of the school team members and on
the school organizational learning from the perspectives of the members of a team of
practitioners who have participated in designing, implementing and evaluating the capacity
building model. The definitions of effectiveness and impact terms adopted in this research study

are as follows. When examining the effectiveness of a program, we are checking if the goals set



by the program designers are achieved after completion of the planned (Boulmetis & Dutwin,
2014). In the context of capacity building programs, the program’s effectiveness “is measured in
terms of substantive changes in knowledge, attitudes, or skills on the part of the program’s

clients” (Boulmetis & Dutwin, 2014, p. 6).

On the other hand, program impact is the extent to which long-term and indirect,
sustained changes occur in a target population (Boulmetis & Dutwin, 2014, p. 7). Impact
evaluation finds out not only what works but also why; it maps the causal chain from inputs to
outcomes to impact and tests the underlying assumptions shedding light on the why question
(Whitte, 2009). This research study examines the effectiveness of TAMAM’s capacity building
model in reaching its desired changes in the professional knowledge, skills, and attitudes of the
school team members and explore its impact on the motivation of the school team members and

in the school organizational learning in terms of its professional norms and structure.

Research Questions

For the purpose of this study, the following questions will be addressed:

1. To what extent and in what ways did TAMAM’s capacity building model improve the
school team members’ knowledge, skills and attitudes according to TAMAM’s competencies

and school-improvement journey?

2. In what ways did the TAMAM capacity building model promote school team members’
motivation to commit to engage in improving their own school and to sustain their commitment

for school-based improvement?



3. What is the impact of TAMAM on the school’s organizational learning (professional
norms and structure) from the perspective of the head of school advisory board, school principal,

and PST members?

Significance of the Study

This thesis is part of the evaluative research that can present theoretical understandings
on effective school improvement strategies, implementation plans, and practical actions for
building schools’ capacity for educational reform that can enhance the knowledge base (Karami-
Karami-Akkary et al., 2016). It has several implications for theory and practice. As for theory, it
adds to the scarce literature and empirical data on capacity building in the field of school-based
improvement and reform in the Arab World. It evaluates the effectiveness of the TAMAM
capacity building model and adds the findings to the existing literature about it. This evaluative
research can present evidence that helps to generate theoretical understandings to enhance the
knowledge base on effective school improvement practices and inform educational policies

grounded in the cultural context (Karami-Akkary et al., 2016).

As for implications to practice, this study provides evidence of the effectiveness as well
as shortcomings of the TAMAM capacity building model in one of its participating schools to
those directing and funding it. It also provides the designers of TAMAM with evidence on the
nature of its impact. In addition, it offers the leaders of the participating case school evidence-
based insights into the conditions that can help sustain the impact or figure ways to enhance the
areas that still need improvement. At a larger scale, the findings of such an evaluative research
paper can also be helpful to other schools’ practitioners and leaders in similar contexts as well as

coaches and university educators involved in building capacity for schools’ improvement. Also,
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for policymakers in the Arab context, this evaluation research sheds light on the importance of
research-based evaluation of reform initiatives to test their effectiveness and customization to our

context, make evidence-based judgments, and properly allocate funding and support.
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CHAPTER II

LITERATURE REVIEW

This chapter reviews the theoretical and empirical literature and situates the study within
the existing body of knowledge on professional development and school-based improvement. It
starts with conceptualizations of building capacity and building leadership capacity for
sustainable school improvement. Next, the aspects of professional development that promote
building capacity for sustainable school improvement are elaborated. The chapter then explores
how effective professional learning opportunities can promote teacher motivation and
commitment to learning and change. Afterward, the chapter explores the basic assumptions
associated with organizational learning. Finally, the chapter emphasizes the importance of
collaborative evaluation to examine and ensure the effectiveness and sustainability of school

improvement and organizational development initiatives.

Building School Capacity for Sustainable School Improvement

Effective and sustainable school reform requires continuous capacity building rather than
quick and short-term professional development interventions (Stoll, 2009). According to
Hargreaves (2001), this capacity allows schools to cope and maintain their high standards in
continually changing, irregular, and complex environments. Scholars differed in their views of
the focus of capacity building needed for sustainable school improvement. While some focused
on organizational development, many viewed building the individual capacity of a broad range
of stakeholders essential to ensure the success of school-based improvement initiatives and the
sustainability of their impact (Lambert, 1998, 2003; Lambert et al., 2016; Newmann et al., 2000).

On the other hand, Mitchell and Sackney’s capacity building (2011) emphasizes the importance
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of building professional learning communities characterized by strong personal, interpersonal,
and organizational capacities to allow lasting improvement. Stoll (2009) stresses the
interconnectedness of individuals learning with that of the organization as a whole; this view
meets with Senge (1990) and King and Newmann (2001), who emphasize the importance of

organizational learning and development and not only that of individuals.

Despite these variations in scholars’ views of school capacity, they all agree on its
importance for schools’ effectiveness (Mahdi, 2012). Many scholars seem to converge on the
factors that enable schools to develop their capacity for sustainable improvements. Mitchel and
Sackney (2011) claim that for schools to build their capacities, they need to have: shared vision
and goals among school personnel, collective professional learning, ongoing experimentation,
and data-based decision-making, and a culture of teamwork, trust, and collaboration among
school members. They also pointed out that it is critical for the school to have a leadership that
fosters capacity building for school improvement. Lambert (1998) adds the need to have clear
procedures, policies, work structures, time, and human resources. According to Hopkins and
Reynolds (2001), capacity building involves developing strategic plans and using external
supports rather than only developing teachers’ learning. Harris (2001) highlights the importance
of external sources of support as indispensable factors for building capacity for school

improvement.

In sum, scholars agree that capacity building is necessary for effective and sustainable
school reform. Although many scholars explored the factors and characteristics that enable
schools to develop their capacity for sustainable improvements, little is found in the research on

capacity building and the processes and strategies that schools can follow to build this capacity
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(Bain et al., 2011); hence, building school capacity remains a challenging and an ambitious goal

for policymakers and educational practitioners alike (Dinham and Crowther, 2011).

Building leadership capacity among a broader number of school members is essential to
ensure the success of school-based improvement initiatives and the sustainability of their impact
(Dimmock, 2012; Guhn, 2009; Harris & Young, 2000; Lambert, 2003). Lambert (1998) claims,
“the school must build its leadership capacity if it is to stay afloat” (p.4). Developing teacher
leadership is believed to be central to building collective and shared leadership capacity
(Lambert, 2003). Lambert et al (2016) indicate that for schools to have high leadership capacity
there is a need to build collaboration, problem-solving, reflection, and inquiry among teachers, as
well as data-based and shared decision-making, develop shared responsibility and accountability,
and keep students’ learning as the focus. Hence, teachers become active agents of change, and
their collective leadership capacities become the driving vehicle for building the school’s
capacity for sustainable improvement. Little (2003) assures that there has been a move towards
developing teacher leadership, with an emphasis on collective leadership in which teachers
develop expertise by working collaboratively. While Little (2003) asserts that teacher leadership
has beneficial effects on school improvement, school and teacher effectiveness, and teacher
motivation and retention, she argued that the right conditions need to be in place in order for

teacher leadership to flourish.

In light of the emerging new conceptions of what constitutes school capacity building for
sustainable improvement, there is a need for a major reframing of the existing practices of
professional development and learning. Factors of professional development that promote

building capacity for sustainable school improvement are elaborated in the section that follows.
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Professional Development that Promotes Capacity Building

There are divergent conceptual models of professional development (PD). Some are
traditional, imposed on teachers, while others involve them and promote continuous learning.
However, scholars seem to agree that effective professional development is one that is embedded
in teachers’ continuous and ongoing experiences and that fosters collaboration among teachers,
reflective practice, problem-solving, inquiry, and action research promotes teachers’ leadership
skills essential for building school capacity that facilitates improvement and enhances its
sustainability in the schools (Fullan & Hargeaves, 2016; King & Newmann, 2001; Mitchel &

Sackney, 2011).

In light of the above, there are increasing calls to reframe professional development by
shifting the focus from the approaches typically followed to teacher professional learning
(Webster-Right, 2009). The dominant conception of professional development considers teachers
as deficient and in need of traditionally prescribed PD programs that are easily delivered to them
(Webster-Right, 2009). Others found that teachers mostly receive planned, occasional, and discrete
workshops and PD programs (Darling-Hammond, 2009). Wilkinson (2003) designated these
programs as traditional and explained that they are top-down directed programs, with no teacher
engagement, no follow up, and no direct relation to content. Such PD programs are often found to
be ineffective. In a study by Wilkinson (2003) in which he combined both qualitative and
quantitative methods, including a self-administrated questionnaire for teachers’ perceptions and
standards-based instruments for measuring students’ mean scores. Results show that students’
mean scores in schools following such PD approach are lower in reading, writing, and math than
those of students in schools following the nontraditional or systematic (as she names it) PD

approach (Wilkinson, 2003). As for teachers’ perceptions, significant differences are noted where
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collaboration, follow up, ongoing continuous learning, and focus on instruction are more evident

in systematic PD than traditional PD approach (Wilkinson, 2003).

Nontraditional professional development programs, however, have been conceptualized
differently. Webster defines her conception of professional development as continuous
professional learning (CPL), which focuses on the professional growth and learning that happens
in the day to day lives of teachers during practice. She introduces a new notion which she
referred to as authentic professional learning. CPL programs focus on learning rather than
development, thus shifting the emphasis from passive and delivered PD into continuous
experiential learning (Webster-Right, 2009). Professional learning is a holistic experience that is

context-specific and sensitive to the needs of the teachers (Webster-Right, 2009).

Wilkinson (2003) refers to these professional development programs as systematic PD
programs, Darling-Hammond (2009) characterizes them as effective PD programs, and
Sergiovanni (2007) names them as reform-type PD programs. These professional development
programs share the following characteristics: long term, active, experiential, continuous,
interactive, collaborative, innovative, reflective, context-related, practice-embedded and content-
related and planned according to teachers’ needs. In Wilkinson’s (2003) study, teachers reported
that these professional development programs result in more collaboration among each other,
more learning to them, and positively affect their instruction. As for teachers’ conceptions about
these programs, significant differences between both approaches of PD are noted where
collaboration, follow up, ongoing continuous learning, and focus on instruction are more evident
in systematic PD than traditional PD approach (Wilkinson, 2003). In sum, scholars claim that

effective professional development programs ensure transformative and lifelong learning for
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teachers (Webster-Right, 2009), and help them acquire leadership skills that make them better

learners (Fullan & Hargeaves, 2016).

On the organizational level, effective professional development programs are reported to
impact the organizational climate when they are aligned with organizational goals; build
collaboration and collegial relationships among teachers; provide coaching to teachers; and
support new teachers with mentoring and induction programs (Darling-Hammond, 2009). This
level of impact can be achieved by providing structures and opportunities for mutual learning,
common planning, peer evaluation through videotaping and critique, and peer observation

(Darling-Hammond, 2009).

Collaborative professional learning is widely discussed in the literature of professional
development as a critically important characteristic of effective PD design. Collaborative
professional learning is also discussed in relation to turning the school community into a learning
community where the teachers’ learning is as vital and strategic as students’ achievement. A
study by Musanti and Pence (2010) clearly relates teachers’ development to their collaboration
since, through the process of collaboration, teachers are found to let go of resistance, construct
knowledge, and navigating identities. The study involved the creation of seven collaboration
center classrooms in different schools, which consisted of teachers, some of which were selected
as co-facilitators who had intensive seminars and sessions to act then as collaborative coaches
with their school teachers. At the beginning of the project, teachers resisted peer observations,
peer evaluation, and discussion of each other’s practices and limitations. However, classroom
visits and peer conversations that involved sharing teaching stories and reflections and providing
feedback to each other challenged teachers’ knowledge and promoted collaborative interactions

between them. At the conclusion of the study, teachers reported that as a result of the
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collaborative professional learning experiences, they valued their interdependences; they felt less

isolated and viewed themselves as knowledge constructors and continuous learners.

In another study by Hickey and Harris (2005), nine teachers were asked to present a
particular effective teaching practice during their participation in a professional day and to rate
their impressions on the effect their experience had on creating togetherness, collaboration,
leadership, and improving teacher performance. Findings showed that they considered the
increase in collaboration, an overall positive experience that is reflected in teaching
effectiveness, research, inquiry, and empowerment. A third study by Cosner (2009) with eleven
principals shows that when principals decided to increase staff interactions and allow them to
collectively problem-solve, mentor each other, and lead discussions, this strengthened teachers’
leadership skills and build trust between them. Engaging more stakeholders in collaborative
professional learning experiences establishes a culture of collaborative professionalism, which
eventually fosters meaningful professional learning and development (Fullan & Hargeaves,
2016).

Moreover, regular teachers’ engagement and collaboration that involve discussing and solving
collectively the daily challenges faced by teachers are found to incite their leadership capacities
for change initiatives (Sargent & Hannum, 2009). The positive relationship between
collaborative professional learning and building leadership capacity for school improvement is
best described by Fullan (2016). He explains that teachers learn how to reflect on issues, inquire
about new challenges, make decisions as a group, and, most importantly, find support to initiate

change and to critically implement top-down improvement initiatives.

In addition to professional collaboration, professional development designs that include

action research as a learning experience are reported to help teachers become inquirers,
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reflective practitioners, and capable of making evidence-based decisions. The latter are skills
and practices that contribute in building school capacity (King & Newmann, 2001; Mitchel &
Sackney, 2011). According to Sergiovanni (2007), professional development, which allows
teachers to problem solve, reflect on practices, and share them with others builds capacity for
school improvement. Action research can be characterized as a whole gamut of activities. It
involves defining the problem, collecting the data, reviewing the literature, finding solutions,
planning actions, monitoring and evaluation (McNiff,1996). The latter can be carried out by
teachers to reflect on their own practices and try systematically to understand and improve them
leading to greater accountability for their performance (McNiff, 2002). Collaborative action
research and critical reflection transform adults’ learning from individuality to collectivism and
are essential for inducing deep social and organizational change (Brydon-Miller & Maguire,
2009; Mezirow, 1997). Snell and Swanson (2000) found that as teachers developed high levels
of expertise, collaboration, reflection, and empowerment, they build their leadership capacity

and emerge as leaders and agents of change in their educational settings.

Lastly, scholars have found that the effectiveness of professional development and its
impact on building school capacity can be enhanced if teachers or practitioners contribute to the
planning, monitoring, and evaluation of the professional development programs. Herner-Patnode
(2009) noted the importance of including educators and other major stakeholders in the planning
process and the setting of goals for PD, which often results in an improved ability for
participants to translate their experiences more effectively in the classroom. Darby (2008)
assures that teachers’ involvement in the planning process for improving their practices as the
means to improving their schools, enables them to acquire several skills such as leadership,

collaboration, reflection, self- efficacy, and, above all, accountability.
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In sum, professional development that promotes building school capacity has to be
embedded in teachers’ daily experiences, involves practitioners in its whole process of planning,
implementation, monitoring, and evaluation, and fosters collaboration, collegiality, reflection,
inquiry, and action research. As Mitchel and Sackney (2011) summarize it, for capacity building
to be effective, schools’ professional development needs to tackle teachers’ knowledge, skills,
and competences; should be of high quality, coherent, and has clear objectives targeting
students’ and teachers’ learning of collaboration, reflection, and inquiry. This kind of
professional development will result in a positive experience for teachers as well as an increase
in key skills for building collective leadership capacities that are the driving vehicle for the

school’s capacity for sustainable improvement and transformational learning and change.

Teachers’ Motivation and School Improvement

Change is a gradual and difficult process that requires providing encouragement, support,
and continuous feedback to teachers to overcome the initial collapse in their confidence
(Tschannen-Moran, Hoy & Hoy, 1998). Creating flexible organizational structures, providing
leadership support, and supportive working conditions for teachers within an organization greatly
enhance their motivation (Hoy & Miskel, 2008; Owens & Valesky, 2011; Tschannen Moran,
Hoy & Hoy, 1998). Change initiatives and professional learning opportunities that promote
teachers’ need for competence, autonomy, and relatedness enhance their intrinsic motivation and

affect their commitment to change (Angeline, 2014; Hill, 2015; Schieb & Karabenick, 2011).

Motivation is the process by which goal-directed behavior is activated and sustained
(Shunck, 2009). Motivation and behavior in school settings are linked and correlated with each

other (Owens, 1998). Different approaches explain motivation, behavioral, humanistic,
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cognitive, and social approaches that result in two major types of motivation, extrinsic, and
intrinsic motivations. Intrinsic motivation refers to the fact of doing an activity for itself and the
pleasure and satisfaction it induces. That is, motivation lies within the individuals’ internal
capacities, feelings, aspirations, needs, thoughts, and attributions (Owens, 1998; Vallerand et al.,
1992). On the other hand, extrinsic motivation refers to the rewards and reinforcements that
energize and sustain behaviors (Santrock, 2006). The latter states that behavior is either
strengthened and maintained if followed by positive outcomes (i.e., reward or reinforcement) or
weakened and decreased if followed by negative consequences (i.e., punishment) (Santrock,

2006).

Some theorists developed comprehensive views on motivation (Angeline, 2014), one of
which is self-determination theory (SDT) (Angeline, 2014; Hill, 2015) which explains the
relationship between extrinsic and intrinsic motivation as lying on a continuum that reflects the
level of internalization (Angeline, 2014; Hill, 2015). The continuum reflects several degrees of
self-determination, from less internalized or extrinsic motivation to intrinsic motivation. The
more internalized the regulation, the more the motivation level is self-determined (Hill, 2015).
Moreover, SDT postulates that people have three fundamental needs for their motivation,
competence, autonomy, and relatedness (Angeline, 2014; Hill, 2015). Competence describes an
improved person’s ability and enhanced mastery to meet challenges faced by an activity
(Angeline, 2014). Autonomy refers to behaviors embraced by people as a result of their free
choice and a sense of interest and enjoyment (Angeline, 2014). Relatedness refers to the sense of
connectedness and responsibility to others and the institution (Angeline, 2014; Hill, 2015). SDT
provides the framework for this study, as it helps illustrate the relationship between motivation

and professional development.
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Hill’s (2015) study on grades seven to twelve mathematics teachers who attended a
required two-year professional development program used the SDT model to indicate the
relationships between teachers’ motivation, participation in PD, and intent to change their
teaching practices. The characteristics of effective professional development promote teachers’
needs for competence, autonomy, and relatedness. When PD development is content-based and
subject-related (to mathematics here); it meets teachers’ need for competence and enhances their
self-determined motivation (Hill, 2015). Involving teachers’ initiatives in organizational change
fosters their autonomy. And finally, teachers’ need for relatedness is supported when provided

with time for collaboration and building relationships with other teachers (Hill, 2015).

Similarly, and in relation to competence and autonomy, Schieb and Karabenick (2011)
claim that are motivating teachers to attend PD requires that programs provide various classroom
strategies, pedagogical methods, and enhanced subject material. Also noted is the importance of
including educators and other major stakeholders in the planning process and the setting of goals
for PD, which often results in an improved ability for participants to translate their experiences
more effectively in the classroom. Vaughan and McLaughlin (2011) reported in a study on
reading teachers that teachers who took ownership of their learning and decision-making during
professional development activities had a stronger level of change. This idea of taking ownership
over one’s learning and decision-making develops both autonomy and competence. Angeline’s
(2014) study also shows that veteran music teachers’ autonomy and competence are ignited
when sharing their voice and expertise, showing their leadership capacities, and contributing to

their self-professional development that serves their own needs.

In relation to collaboration and relatedness, Angeline (2014) adds that taking a lead role

in school committees or building teams provided an opportunity for the music veteran teachers to
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share their experience and guide innovation and change process. Hence, increased teachers’

competence, autonomy, and relatedness result in more self-determined motivation.

Similarly, Musanti and Pence (2010) showed that teachers clearly related their self-
growth and development to their collaboration since, through the process of collaboration,
teachers are found to value their interdependences; they felt less isolated and viewed themselves
as knowledge constructors and continuous learners. Wilkinson (2003) also showed how effective
professional development, which provides peer collaboration and support, reduces isolation and

enhances teacher motivation.

Furthermore, Hill (2015) found some influence on teachers’ participation in PD on their
resulting intent to change. The more successful and useful is teachers’ learning and experience in
professional development programs, the more strengthened is their resulting intent and
commitment to change will again influence teachers’ motivation and participation in more future
professional development programs and change initiatives (Hill, 2015). Hence, Hill (2015)
suggests that influences between motivation, participation, and intent to change are cyclical
(Hill, 2015). Similarly, Angeline (2014) claims that when music veteran teachers act as active
members in their positions, their increased feelings of relatedness assume greater responsibility

and accountability to their departments, schools, and districts.

To conclude, change initiatives and professional learning opportunities that promote
teachers’ need for competence, autonomy, and relatedness enhance their intrinsic motivation and
affect their commitment to change (Angeline, 2014; Hill, 2015; Schieb & Karabenick, 2011). PD
programs that acknowledge teachers’ competences and enhance them, foster teachers’ autonomy

and involve them in PD planning and decision-making processes, and support their need for
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relatedness through collaboration and interactive relationships, augment teachers’ self-
determined motivation. Consequently, the latter cyclically affect teachers’ intent and

commitment to change.

Organizational Learning and Development

Senge (1990) and King and Newmann (2001) relate school capacity to organizational
learning and development. The literature on organizational learning is rich, and there are several
definitions of this term. Collinson, Cook, and Conley (2006) abridged the prevailing theories of
organizational learning and synthesized five assumptions associated with organizational learning.
Collinson et al. (2006) five assumptions on organizational learning are: First, organizational
learning is multilevel; it depends on the learning of the individual, group, and the organization as
a whole. Second, organizational learning involves inquiry and questioning of the knowledge,
norms, and values in use. Third, organizational learning is dependent on the shared and tacit
meanings and understandings among members. Fourth, organizational learning involves both
behavioral and cognitive changes. Fifth, organizational learning fosters new knowledge, norms,
and values in use. In other words, organizational learning fosters cognitive learning and change
in individuals and groups that involve inquiry and questioning of their deep taken for granted
assumptions and values to develop new professional norms and values possessed and shared
among school members. Hence, behavioral change of practices and operations in organizations

occurs as a result of organizational learning.

Practically, schools that function as learning organizations aim at being self-renewing
(Collinson et al., 2006). Self-renewing schools are flexible and adaptive schools to the rapid

changes in the competitive environment and the needs of all school members (Berends et al.,
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2002). Scholars provide several conditions and factors that foster schools’ organizational
learning and self-renewal. Enhancing the learning of individuals (Collinson et al., 2006) and
providing staff with opportunities that cultivate and develop their knowledge, competencies, and
performance capabilities (Fullan, 2000; Hoy & Miskel, 2008; Silins, Mulford, & Zarins, 2002)
are essential for organizational learning and self-renewal. These learning opportunities require

inquiry, questioning, problem-solving, data collection, and analysis (Collinson et al., 2006).

In a study on Australian secondary schools, Silins et al. (2002) found that learning
organizations support teachers’ experimentation in which they actively seek information to
improve their work. Another factor that fosters schools’ organizational learning is the
dissemination of this individual learning to all school members (Collinson et al., 2006).
Collective learning occurs through daily interaction, dialogue, and collaboration between school
members (Collinson et al., 2006; Sergiovanni, 2007) in a trusting and collaborative climate
(Silins et al., 2002). Hoy and Miskel (2008) assure that as individuals engage in social interaction
and professional collaboration in school settings, common conceptions of desirable and
acceptable behavior develop and as a result new shared values arise setting the foundation for the

new professional norms that take holds shaping practice in the school organization.

Besides, Collinson et al. (2006) consider that individual and collective learning in a
learning organization are associated with a democratic model of governance that values building
school capacity. Learning organizations allocate more time for teachers and provide them with
sufficient resources to promote their professional development (Silins et al., 2002). The
structural organization of the school is flattened, and control and authority become more open
and shared. Teachers acquire more power in the organizational decision-making process as rules

and procedures become shared (Hoy and Miskel, 2008; Collinson et al., 2006; Silins et al.,
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2002). Members of the staff are viewed as professionals who have the expertise and competence
to make important organizational decisions. Teachers are active participants in all aspects of
school functioning such as school policy formulation, review of current practices, establishing

future directions, and sharing information with parents and the community (Silins et al., 2002).

In conclusion, organizational learning is multilevel; it hinges on the learning of the
individual, group, and the organization as a whole. It also involves the practice and valuing of
inquiry and questioning of the deep taken for granted assumptions and values in use and the
willingness to develop new professional norms and values possessed and shared among school
members. Enhancing the learning of individuals, disseminating this learning to all school
members, and providing a democratic and supportive structure for organizational systems are

factors that foster schools’ organizational learning and self-renewal.

Evaluation

A survey of the Arab and Western literature about program evaluation reveals that most
evaluations, if done, are planned at the end of reform programs and mainly for obtaining or
sustaining funding sources (Campbell, 2013; Karami-Akkary et al., 2016). Evaluation scholars
have long advocated that monitoring and evaluation procedures are necessary at all stages of
improvement programs, that is, during the needs assessment, planning, implementation, and
outcomes (Campbell, 2013). Patton (2008) defines evaluation as, “the systemic collection of
information about activities, characteristics, and results of programs to make judgments about the
program, improve or further develop program effectiveness, inform decisions about future
programming, and/or increase understanding” (p. 39). It is a process in which a great amount of
data is gathered through various procedures from different sources. Then, this information is

interpreted to make some important decisions based on the research results. Evaluation of the
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program's effectiveness "is measured in terms of substantive changes in knowledge, attitudes, or
skills on the part of the program's clients" (Boulmetis & Dutwin, 2014, p. 6). When looking at
the effectiveness of a program, we are checking if the activities did what they were supposed to
do and reached the desired goals and objectives (Boulmetis & Dutwin, 2014). On the other hand,
program impact is the extent to which long-term and sustained changes occur in a target
population (Boulmetis & Dutwin, 2014, p. 7). Impact evaluation finds out not only what works
but also why; it maps the causal chain from inputs to outcomes and impacts and tests the

underlying assumptions shedding light on the why question (Whitte, 2009).

Collaborative and participatory evaluation, in particular, involves stakeholders in this
process, shares knowledge and decision-making with them, and provides a thorough and thick
description of the research context (Patton, 2004, 2008). According to Patton (2004, 2008),
collaborative and participatory evaluation is related to building capacity for organizational
development and improvement. Collaborative evaluation employs the responsive constructivist
evaluation that is different from objective, judgmental, positivist, and conventional evaluation
research paradigm (Guba & Lincoln, 1989). The latter evaluation approach has a rigorous design
and uses objective measures and instruments; the participation of stakeholders is minimal and
decision-making is centralized and controlled by the evaluator (Campbell, 2013). On the other
hand, collaborative constructivist evaluation is “stakeholder-centered”; it solicits stakeholders’
claims, concerns, and issues that serve as the foci and base for what information is needed
(Campbell, 2013; Guba & Lincoln, 1989). According to Macbeath (2005), best school evaluation
is done by faculty members themselves where teachers need to be continuously evaluating their
work to develop and grow and thus benefit the institution they’re working in. External

inspectors’ reports can only tell a partial story; they can be a supporting source of evidence. Self-
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critical schools are information-rich; they know how to tell their story for themselves (Macbeath,
2005). In collaborative evaluation, the evaluator examines stakeholders’ beliefs, understands
them, and engages in dialogue to reach consensual beliefs in a collaborative and inclusive
process. Stakeholders’ perceptions are framed in cultural circumstances that deepen the inquiry
process (Campbell, 2013; Guba & Lincoln, 1989). Collaborative evaluation is an educative
process that leaves everyone more informed and sophisticated than before (Guba & Lincoln,

1989).

The evaluator in collaborative evaluation is a collaborator who honors stakeholders’
inputs and learns from them to shape reality and leads the reconstruction process for action to
change (Campbell, 2013; Guba & Lincoln, 1989). In collaborative or participatory evaluation,
the evaluator is a neutral party and a facilitator to the process and not the content of the
evaluation (Benne & Garrad, 2008). The role of each participant is clarified and the evaluator
facilitates the full expression of ideas, thoughts, and claims of participants and makes sure that

he or she has no discrepancy in the understanding of participants’ ideas (Benne & Garrad, 2008).

The quality of collaborative and participatory evaluation relies on knowing and
understanding the organizational structure and culture as well as the community and program
contexts. It also hinges on engaging all stakeholders involved from the beginning till the end of
the evaluation process (Campbell, 2013; Patton, 2004, 2008). Involving stakeholders in this
collaborative evaluation process fosters their acquisition of reflection, inquiry, and research skills
important for building school capacity for sustainable improvement (Campbell, 2013; Patton,
2004, 2008). Questioning, decision-making, and interpretation of data throughout the process of
evaluation increase the learning and growing at the individual and organizational levels

(Campbell, 2013; Patton, 2004, 2008). The role of teachers as researchers contributes in their
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professional development (Macbeath, 2005), which will, in turn, build their leadership capacity

for school improvement.

In sum, collaborative evaluation is a tool for learning and growing at the individual and
organizational levels. It is needed throughout all stages of reform programs and requires a
thorough and thick description of the research context. Collaborative evaluation greatly values
the participation of stakeholders. It engages them in questioning, reflection, and inquiry skills
that are key elements for building their capacities for sustainable school improvement and

organizational development.

Conclusion

In conclusion, building school capacity and leadership capacity among a broader number
of school members play a major role in having successful school-based reform and sustainable
improvement (Lambert, 1998, 2003; Lambert et al., 2016; Stoll, 2009). It requires a major
reframing of the existing practices of professional development and learning. Professional
development that is embedded in teachers’ continuous and ongoing experiences and that fosters
collaboration among teachers, reflective practice, problem-solving, inquiry, and action research
promotes teachers’ leadership skills essential for building school capacity that facilitates
improvement and enhances its sustainability in the schools (Fullan & Hargeaves, 2016; King &
Newmann, 2001; Mitchel & Sackney, 2011). Moreover, such professional development supports
teachers’ need for competence, autonomy, and relatedness, which enhance their intrinsic
motivation and affect their commitment to change (Angeline, 2014; Hill, 2015; Schieb &
Karabenick, 2011). Organizational learning depends on the learning of the individual, group, and

the organization as a whole through learning opportunities that involve collaboration, inquiry,
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and questioning of the deep taken for granted assumptions and values to develop new
professional norms and values possessed and shared among school members (Collinson et al.,
2006). Providing a democratic and supportive structure is necessary for systems to foster
organizational learning and self-renewal (Collinson et al., 2006; Hoy & Miskel, 2008; Silins et
al., 2002). Finally, collaborative evaluation is needed throughout all stages of reform programs
and requires a thorough and thick description of the research context (Campbell, 2013).
Collaborative evaluation greatly values the participation of stakeholders and engages them in
questioning, reflection, and inquiry skills that are key elements for building their capacities for
sustainable school improvement and organizational development (Campbell, 2013; Patton, 2004,

2008).
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CHAPTER 111

RESEARCH METHODOLOGY

Introduction

Chapter 111 describes the methodology of this thesis. It explains the research design, the
context of the study, the study site and participants. The chapter then continues to describe the
analytical framework and evaluation criteria used, the data collection tools, data analysis utilized
to interpret meanings emerged, as well as the strategies applied to ensure quality criteria.

This research study is a collaborative evaluation case study of one of the participating
schools in the TAMAM project to examine the impact of the professional learning experience
based on the TAMAM’s capacity building model on the team members and the structure and
norms of the school as an institution. First, it examines the impact of the learning experience on
the team members’ acquisition of the TAMAM competencies as measured in terms of the growth
in the knowledge, skills and attitudes of team members targeted by the model to prepare them for
leading school-based improvement. Second, the study examines the team perception of the
changes in their motivation towards school improvement in general and school-based
improvement in specific. Third, it explores the impact of participation in TAMAM on the school
organizational learning from the perspectives of the school leadership, the TAMAM school

leadership team, as well as project steering team members.

Research Questions

This study addresses the following questions:
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1. To what extent and in what ways did TAMAM’s capacity building model improve the
school team members’ knowledge, skills and attitudes according to TAMAM’s
competencies and school-improvement journey?

2. In what ways did the TAMAM capacity building model promote school team members’
motivation to commit to engage in improving their own school and to sustain their
commitment for school-based improvement?

3. What is the impact of TAMAM on the school’s organizational learning (professional norms
and structure) from the perspective of the head of school advisory board, school principal,
and PST members?

Research Design

This study is an evaluative case study research. It follows a qualitative design that also
adopts a collaborative evaluation approach. It is based on the philosophy of interpretivism (Gall
et al., 2010) and employs descriptive-interpretive research methodologies. The assumptions of
interpretivism consider social reality as constructed by human beings and not objective (Gall et
al., 2010). Making sense of the world and meanings of objects comes from the perspectives and
actions of practitioners /human beings. So, social reality and phenomena are individuals’
production (Gall et al., 2010). Case studies have been distinguished from other research designs
by what Cronbach (1975) calls “interpretation in context” (p. 123). Yin (2018) suggests that if
the researcher is attempting to answer how and why questions, then the use of a case study has
its distinct advantages. Case-studies often allow the examination of nearly all learning
experiences that an individual has during a particular study period (Merriam, 1998, 2015; Yin,
2018). This case study permits the researcher to inspect the participants’ learning experiences in

a particular setting and within a specified period (Merriam, 1998, 2015; Yin, 2018).
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As a collaborative evaluation, this study follows the guidelines of the responsive
constructivist evaluation approach that is different from objective, judgmental, positivist, and
conventional evaluation research paradigm (Guba & Lincoln, 1989). The latter evaluation
approach has a design that uses objective measures and instruments; the participation of
stakeholders is minimal, and decision-making is centralized and controlled by the evaluator. On
the other hand, collaborative constructivist evaluation applied in this study is “stakeholder-
centered”; it solicits stakeholders’ claims, concerns, and issues that serve as the foci and base for
what information is needed (Campbell, 2013; Guba & Lincoln, 1989). In collaborative
evaluation, the evaluator examines stakeholders’ beliefs, understands them, and keeps on
revising its interpretation of them until consensual beliefs are reached in a collaborative and
collective negotiation process. Moreover, within an interpretive paradigm, stakeholders’
perceptions are framed in cultural circumstances that deepen the inquiry process (Campbell,

2013; Guba & Lincoln, 1989).

Context of the Study

TAMAM is an Arab school improvement initiative that aims at building leadership
capacities for change and integrating and sustaining the school-based improvement culture in
educational institutions dedicated to school-based reform (Karami-Akkary et al., 2016).
Participation in TAMAM is voluntary and participating school teams are selected among those
committed to lifelong learning to serve student learning in collaboration with other practitioners
in their institutions, local communities, university academicians and policy makers at the
national, Arab and international levels (Karami-Akkary et al., 2016). TAMAM capacity building
program builds individual capacity for inquiry, reflective dialogue and practice, evidence-based

decisions, evolving design planning, systematic documented practice, professional collaboration,
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mentoring, and leadership for change among the members of the participating school teams
while promoting de-privatization of practice, and decisions and actions driven by needs (Karami-
Akkary et al., 2016). All these constitute TAMAM (see figure 1 and appendix A for details)
competencies that were identified by the project designers as necessary for implementing school-
based improvement in the context of Arab schools. This capacity building sets the stage to build
organizational capacity for sustainable school-based improvement ensuring that a school
becomes proactively responsive and adaptive to change.

TAMAM professional development activities center around a job-embedded design: the
TAMAM school improvement journey that outlines the cyclical process to initiate, plan,
implement, monitor and evaluate an innovative improvement initiative based at the school level
(See figure 2) (Karami-Akkary et al., 2012). TAMAM’s design is based on an approach that
follows an evolving planning process which allows it to be tailored to team members' interest,
learning needs and socio-cultural context while primarily being embedded in their professional
practices (Karami-Akkary et al., 2016).

Figure 1
TAMAM'’s competencies

Decisions & Actions Driven by
Needs
Participative Leadership for
Continuous Improvement
Professional Collaboration
De-Privatization of Practice
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Figure 2

TAMAM'’s school improvement journey
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Study Site

The case school is a private non-profit school which is licensed to receive learners at all
pre-university levels. Its mission is stated as follows: “through integrated educational and
academic work, the school is committed to bringing up a responsible generation distinguished by
a balanced character and equipped with scientific knowledge and personal skills based on the
values of Islam, so that this generation can succeed in investing its capabilities, positively
influencing society, and interacting with contemporary prerequisites” (The case school, 2014,
Mission Section, p.6). It was established in 2011 in Beirut and provides education to students
from K-12. Currently, the school enrolls around 480 students and has around 55 teachers. The
school did not have a written organizational structure until 2011.
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The case school joined the TAMAM project in the year 2013-2014 as one of the new
schools at the start of phase two of the TAMAM project and volunteered to be the site for the full
experimental implementation of the newly designed capacity building program. It is selected for
this research study for it completed all the program activities and requirements as designed. The
case school completed one full cycle of TAMAM’s school improvement journey in 2017- 2018
and started TAMAM’s expansion at the school’s administrative and academic levels and

departments in that year too.

The School’s TAMAM Improvement Projects

Upon launching the TAMAM project at the case school in 2013-2014, the school
administration sensed that instructional supervision is an area of concern that needs
improvement. Consequently, the principal selected a number of teachers with assigned
coordination responsibilities to serve as the TAMAM school lead team (TSLT). TSLT members
completed one full cycle of TAMAM’s school improvement journey covering all its stations of
need identification, goal setting, designing and planning, implementation, monitoring, and
evaluation in 2017- 2018. Also, in that same year, the school administration decided to continue
its involvement in the TAMAM project and began to expand its activities. As a result, a new
TAMAM improvement initiative was introduced with an improvement goal of reinforcing
students’ values acquisition through a character-building program that emphasizes responsibility,
respect, and open-mindedness values. Throughout the project, TSLT members received
continuous support from the school principal. Measures were taken to facilitate scheduling team
meetings as well as allowing teaching release time for the internal coach to focus on the work of
the project. Table 1 below outlines the chronology of the completed activities done by TSLT

members during their improvement journey.
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Table 1

TSLT stations during the school-based improvement journey

Year

TSLT Improvement Journey Stations

2013-2014

Identify the need station and Identify the improvement goals station

- TSLT members brainstormed coordinators’ concerns, views, and challenges.
- TSLT members read articles about action research and supervision.

- TSLT members conducted focus groups for all coordinators and teachers to
identify their concerns about the case school coordination process.

-TSLT members coded and analyzed qualitatively the data generated.

- The improvement need for the case school in relation to supervision was then
identified which is improving the teachers’ formative evaluation process as well
as the daily professional relationship between both parties.

-Weekly meetings were conducted; reports and progress documents were
continuously written and shared with PST.

- Questionnaires for coordinators were distributed to collect their supervisory
success stories in relation to the formative evaluation and their insights about
the ideal practices of the latter.

-The ideal scenario was shaped by TSLT members from these success stories,
solutions of teachers’ concerns revealed in the focus groups, and the
international literature about supervision.

-End of year gathering for all school members was conducted by TSLT

members to share TAMAM progress and findings and the case school
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successful experience was presented in Oman TAMAM gathering held by the

PST.

2014-2015

Design the innovative intervention station, Plan the monitoring plan, and
Plan for leading the implementation station

-Goals, improvement, and operational objectives were set.

-Monitoring and implementation plans with the anticipated challenges were also
set.

- The two main improvement goals were building coordinators capacity as
academic references in planning for subject materials, active learning
techniques in classrooms, higher-order thinking for developing students’
cognitive skills, and as mentors and coaches who support and challenge
teachers to learn and grow professionally.

-Weekly meetings were conducted; reports and progress documents were

continuously written and shared with PST.

2015-2016

Implement and monitor station

-Understanding by Design and cooperative learning techniques were adopted in
the case school as operational objectives to building coordinators as academic
references and experts train coordinators (the TSLT members).

- Handbooks for Understanding by Design (UbD) and cooperative learning
were prepared by TSLT members.

- TSLT members visited another TAMAM participating school in Lebanon to

attend model active learning lessons.
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-Clinical and developmental supervision was adopted in the case school with
training for coordinators (the TSLT members) on these supervisory approaches
(this is in relation to building coordinators as mentors and coaches).
-Handbook about supervision in the case school was developed by TSLT
members with its assumptions, roles, and tasks of academic coordinators/
SUpervisors.

- Focus groups with all teachers were conducted by TSLT members at the end
of the year to monitor the plan progress.

- Data generated were analyzed to reach and derive future steps.

-Weekly meetings were conducted; reports and progress documents were

continuously written and shared with PST.

2016-2017

Implement and monitor station

- Members of the TSLT left except two of which is the internal coach at the
case school; new TSLT members (new coordinators and cycle
directors\supervisors) joined.

- A focus group with new TSLT members for baseline data collection was
conducted by the internal coach at the case school.

- Implementation of the same improvement plan continued with the new TSLT
members.

- The latter were trained on Understanding by Design, cooperative learning,
problem-solving, and the school supervision handbook.

- TSLT members visited another TAMAM participating school in Lebanon to

attend model active learning lessons.
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- TSLT members prepared several academic school documents such as elements
of effective teachers and coordinators, observation reports, and evaluation
criteria for teachers and coordinators.

-TSLT members held a gathering for all school members to share their
accomplishments and take feedback on the new above mentioned documents to
be adopted in the case school.

-Major monitoring station was completed by TSLT members in which
evaluation papers for teachers and coordinators were filled; qualitative and
quantitative data were collected to monitor plan implementation progress.

- Data generated was analyzed to reach and derive future steps.

-Weekly meetings were conducted; reports and progress documents were

continuously written and shared with PST.

2017-2018

Evaluation Stations

- TSLT members wrote the final evaluation report to close the first
improvement journey.

-TAMAM expansion started at the case school where:

v All school administrative and academic departments set their plans
guided by TAMAM school-based improvement journey and its initial
plan template.

v" One TSLT (TSLT 1) was made of all coordinators. It was led by an old
TSLT member (participant 3) and followed up the implementation of the
newly adopted supervision model which became part of the

coordinators’ work.
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o This team head organized coordination documents and provided
close daily coaching and support for coordinators’ practices.

o She also conducted individual interviews with a sample of new
and old teachers from all departments to monitor coordinators’
work.

o Two coordinators (participants 3 and 4) started new TAMAM
cycles within their departments, identified their students’/
subject improvement need, and set their improvement plans.

v Another TSLT (TSLT 2) was formed and consisted of administrators
that also started a new TAMAM improvement cycle in relation to
instituting a students’ character building program available at the case
school.

o This TSLT is led by the case school internal coach.

o The members of this TSLT distributed questionnaires and
conducted focus groups for all teachers and students’ council to
request their insights about the school character building
program and their concerns about some students’ behaviors and
manners.

o They also coded and analyzed qualitatively the data generated.

o The improvement needs for the case school in relation to
character building was then identified which is reinforcing
students ‘character building program values with an emphasis on

responsibility, respect, and open-mindedness values.
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o The ideal scenario was then shaped from solutions of teachers’
concerns revealed in the focus groups, existing school character
building program documents about the case school students’
desired values and their elements, and the TAMAM student
profile.

o This TSLT also designed a new comprehensive student profile
for the case school that included both desired academic and
behavioral characteristics of the case school student. An
improvement plan was also set.

v Weekly meetings were conducted; reports and progress documents were

continuously written and shared with PST for both TSLTs.

2018-2019 v TSLT1: further building of TAMAM targeted competencies in
members/coordinators by allowing them to start new TAMAM
improvement journeys or cycles within their departments, identifying
their students’/ subject improvement needs, and setting their
improvement plans.

v' TSLT2: further building of TAMAM targeted competencies in
members/administrators and the continuation of the planning station of
their improvement initiative.

v" A professional student evaluation rubric based on the 21% century skills,
literature, the case school student life consultant, the TAMAM student

profile, and the case school desired outcomes were also established.
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Table 2 below shows the capacity building activities that were received from the project

steering team (PST) to TSLT members throughout the years.

Table 2

PST Capacity Building Activities offered to the TSLT members

Year

PST capacity building

2013-2014

Identifying needs

-Individual diagnostic checklists were filled by TSLT members.

-A focus group with TSLT members for baseline data collection was conducted by
a PST member.

-PST visited the case school for officially launching the TAMAM program and
providing guidance for TSLT members’ performance in station one “need
identification” of their improvement journey.

- PST participated in moderating the focus groups planned by TSLT members for
all coordinators and teachers to request about their concerns about the case school
coordination process.

-PST provided the internal coach guiding information and literature about focus
groups and qualitative data analysis.

- PST provided TSLT members with continuous feedback and follow up via emails
and phone calls.

-PST planned two workshops at AUB about the need identification station and its
related competencies.

- PST conducted the annual gathering for all Arab TAMAM participating schools in

Oman.
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- PST visited the case school at the end of the year for sharing reflections and

insights for the following year.

2014-2015 Coaching and monitoring
- PST planned two workshops at AUB about setting goals, improvement and
operational objectives, as well as setting monitoring indicators and criteria.
- PST conducted the annual gathering for TAMAM participating schools in Jordan.
- PST visited the case school for sharing feedback on TSLT members’ performance
in the planning station as well as providing training about clinical supervision and
its basics and assumptions.
- PST provided TSLT members with continuous feedback and follow up via emails
and phone calls.

2015-2016

Coaching and monitoring

-PST visited the case school and provided a training session about clinical
supervision for TSLT members in the presence of academic supervisors and
principal of the school.

- PST conducted a workshop at AUB for discussing plan implementation progress
and challenges.

- PST visited the case school to hear TSLT members’ concerns and provide support.
- PST invited the case school principal and internal coach to Amman gathering for
new schools to share the case school successful improvement journey experience.

- PST conducted the annual gathering for TAMAM participating schools in

Amman.
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- PST provided TSLT members with continuous feedback and follow up via emails

and phone calls.

2016-2017

Identifying needs and Coaching and monitoring

-Individual diagnostic checklists were filled by new TSLT members.

- PST visited the case school and provided a training session in clinical supervision
for new TSLT members.

- PST conducted two workshops at AUB about the evaluation phase, mentoring
competency, and TAMAM expansion.

- PST conducted a conference for coaches in which the two old members who
remained in the TAMAM project throughout the four years attended.

- PST provided TSLT members with continuous feedback and follow up via emails

and phone calls.

2017-2018

Coaching and monitoring

- PST conducted a workshop at AUB about TAMAM expansion.

- PST visited the case school and guided the new TSLT members (TSLT2) in their
new improvement journey.

- PST provided members with continuous feedback and follow up via emails and
phone calls.

- PST conduced the annual gathering for the Lebanese hub, TAMAM participating
public and private schools in Lebanon.

- PST visited the case school at the end of the year for sharing TSLT members’
professional learning and experiences as well as sustaining the partnership with the

case school growth and improvement.
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2018-2019 Coaching and monitoring
- PST provided TSLT members with continuous feedback and follow up via emails
and phone calls.
-PST conducted a workshop at AUB about student leadership.
- PST conduced the annual gathering for TAMAM participating in public and
private schools.
Note: In all PST gatherings and conferences, PST required capacity building tasks
for TSLT members to prepare such as banners, Power Point presentations, and
critical participation and sharing of expertise with other TAMAM participating

school teams.

Study Participants

The participants in the study comprised all the individuals who took part in the capacity
building activities in the TAMAM project at the case school between 2013-2019, including
TSLT old and new members, head of the advisory board, school principal, and the Project
Steering Team (PST) at the American University of Beirut. Participants’ characteristics are
presented in Table 3 below. The TSLT members are the trainees targeted by the TAMAM
capacity building program. Participant 4 is the researcher, the internal coach of TSLT as well as
a member of the TSLT in addition to her role as Science Head of Department (HOD) and

teacher.
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Table 3

Study Participants
Study Sex Position Studies Years of Years with
Participants Experience TAMAM
Participant  Male Head of Advisory PhD in 13 2013-current
1 Board Educational

Administration

Participant  Male School Principal PhD in Arabic 20 2013-current
2 Literature
Participant Female  Arabic Language BA in Arabic 25

2013-current

3 Coordinator (for Language and
cycles 1,2, and 3) Literature
and Arabic cycle 3
Teacher
Participant Female  Science Head of BS in Biology 11 2013-2019
4 Department and Teaching
Diploma
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Biology Secondary
Teacher
TAMAM Internal

Coach

Diploma in
Educational
Administration
MA student in

Educational

Administration

Participant Female Former English BA in English 16 2013-2016
5 Language Language
Coordinator for MA student in
cycles 1,2,and 3 Linguistics
Secondary English
Teacher
Participant Female  Current English BA in English 8 2016-2017
6 Language Language - current

Coordinator for

cycles 1 and 2
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Cycle 3 English

Teacher
Participant Female Islamic Studies BA in Islamic 12 2016-2017
7 Coordinator for Studies -current

preschool, cycle 1
and 2.
Cycle3and 4

Islamic studies

Teacher
Participant Female Math Coordinator BSin 8 2016-2019
8 forcycles 1,2,and  Mathematics
3
Middle School

Math Teacher
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Participant Female Current Preschool  BS in General 13 2016-2017
9 Director/ Health - current
Supervisor
Participant Female Cycle 1 and 2 BA in 10 2016-2017
10 Director/ sociology and - current
Supervisor Islamic studies
MA in
psychology
Participant Female Coordinator of BS in Biology 20 2017-current
11 Academic and PD MA in
Affairs International
and
Multicultural
Education and
Development
Participant Male Head of Student BA in Business 6 2017-current
12 Life
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MA in

Education
Participant Female Director of EdD in 23 years 2013-current
13 TAMAM project Educational
from Leadership
project Associate
steering Professor of
team (PST) Educational
Leadership
Participant Female Project BS in Biology 20 years 2013-current
14 Coordinator Teaching
Diploma
from Diploma in
project Educational
steering Administration
MA student in
team (PST)

Educational

Administration
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Participant Female Senior Coach
15 and PD Specialist
from
project
steering

team (PST)

BS in Biology 15
Teaching
Diploma

MA in Science

Education

2013-current
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Following the guidelines of collaborative evaluation approaches as mentioned by
Campbell (2013), extensive documentation and collection of new and existing data provided a
thorough and thick description of the research context and all participants’ assumptions which
improve data quality. Moreover, evaluation decision-making was not controlled and centralized
by the evaluator; however, it was negotiated and based on shared knowledge among participants
(Campbell, 2013). In this participatory evaluation, the role of each participant was clarified, and
the researcher facilitated the full expression of ideas, thoughts, and claims of participants and
made sure that she had no discrepancy in her understanding of participants’ ideas (Benne &
Garrad, 2008). Finally, the researcher minimally relied on her personal reflections present in the

existing data.
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Analytical Framework and Evaluation Criteria

For research question one, the researcher used the criteria prepared by the TAMAM
project steering team (PST) and adopted by all coaches in the project for monitoring and
evaluation. These criteria consist of the eleven TAMAM competencies and their corresponding
knowledge, skills, and attitudes, as well as the TAMAM journey for school improvement (See
Appendix B) (Karami-Akkary et al., 2016). The TAMAM Competencies and rubrics were the
analytical tools that guided data collection and analysis, respectively, for research question one.
The Master Rubric consists of measurable descriptions of the elements of the competencies that
are judged according to three levels of performance: (1) does not meet the project’s expectations,
(2) partially meets the project’s expectations, and (3) meets the project’s expectations (See
Appendix C for a sample of TAMAM master rubric with one pillar as a criterion with its
elements). Similarly, the TAMAM improvement journey rubric was used to examine the level
application and acquisition of each station requirements (see appendix D).

However, for the other two research questions, the researcher analyzed the findings on
TSLT members’ motivation and organizational development using qualitative interpretational

analysis, and the emerged categories were discussed in comparison with the literature.

Data Collection Tools

To explore and describe the nature of the TAMAM impact on the professional learning

and motivation of the TSLT members and on the structure and culture of the institution, this

study adopted a qualitative case study design to collect data using multiple data collection
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methods; namely, TAMAM templates, individual interviews, focus groups, checklists, as well as

the collection of documents.

TAMAM project requires extensive documentation and offers a set of tools to collect
data to monitor the implementation process. As such, at the onset of the study, there was ample
data that can be accessed to answer the research questions. The available data included initial
baseline data on the level of acquisition of the competencies as well as the progress of the
participants’ learning. The researcher used the existing data that were collected for establishing
baseline data and to monitor progress and collected additional new data from the participants to
complete the evaluation.

The existing TAMAM project data tools were used to collect baseline data and
monitoring data, while additional tools were developed by the researcher to collect any needed
additional data for the study. In what follows, the researcher presents the tools for data collection
for each research question displayed under two categories reflecting their purpose: main and
supporting data. The main data included data that constituted the key source to answer each
research question. It included both existing and additional new data. The supporting data
included data (also from existing and additional data) that triangulated and supported the study
findings for each research question whenever necessary. Table 4 below describes the sources of

data and data collection tools divided under these two categories.
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Table 4

The study research questions, data collection tools, and sources of data

Research Question (RQ)

Data Collection Tools

Sources of Data

RQ1: To what extent and in what ways did
TAMAM'’s capacity building model improve the
school team members’ knowledge, skills and
attitudes according to TAMAM’s competencies

and school-improvement journey?

Main Data:

Baseline Data: Diagnostic Checklist, Initial focus

groups with TSLT member,

Monitoring data: Final improvement journey
report, Individual reflection papers, Researcher

and PST journal, Meetings and progress reports

Additional Data: Diagnostic Checklist + Master

Rubric, Focus group with all TSLT members

Supporting data: Individual Interviews with

TSLT members

Lead team members

Researcher and PST

documents
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RQ2: In what ways did the TAMAM capacity Main Data: Lead team members
building model promote school team members’ o . .
Monitoring data: Researcher journal, Meetings PST members
motivation to commit to engage in improving their
and progress reports
. : . Researcher documents
own school and to sustain their commitment for

school-based improvement? Additional Data: Individual interviews with all

TSLT members

Supporting data: Focus group with TSLT

members, PST group interview, Summer 2018

PST meeting with TSLT report

RQ3: What is the impact of TAMAM on the Main Data: Lead team

school’s organizational learning (professional L L ) members
Monitoring data: Final improvement journey report,

norms and structure) from the perspective of the

PST and Researcher journal, Summer 2018 PST Head of school
head of school advisory board, school principal, ] ] ] )

meeting with TSLT report, Meeting and progress advisory board
and PST members?

reports

School principal

PST members

57



Additional data: Individual Interviews with the head of  Researcher and
the advisory board and school principal, PST group school documents
interview, Document analysis of school internal policy

documents

Supporting data: Individual Interviews with TSLT

members
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Diagnostic Checklist

This tool is based on the criteria derived from the TAMAM competencies and is prepared
by the project steering team (see appendix E). It collects baseline data on the initial capacity
(knowledge, skills and attitudes) of TSLT members as per TAMAM’s competencies (Karami-
Akkary et al., 2016). The checklist consists of a rating scale that is to be filled out by TSLT
members. The scale asks the TSLT members to self-evaluate their knowledge and application of
the detailed elements of the TAMAM competencies. Its main purpose is to identify, from the
TSLT members’ perspective, what levels they have reached in terms of their acquisition of the
knowledge, skills and attitudes of the TAMAM competencies (Karami-Akkary et al., 2016). All
TSLT members were individually asked to complete the Diagnostic Checklist prior to their
participation in any TAMAM related activity at the school. These checklists were filled on two
consecutive occasions by the old (participants 3, 4, and 5) and new team members (participants
6,7,8,9, 10, 11, and 12). Later, all TSLT members were asked to individually fill the diagnostic
checkilists to evaluate the extent to which they acquired the targeted competencies at the
conclusion of the first cycle of the TAMAM improvement journey which completely ended in

2017-2018.

Focus Group Interviews

A focus group is a data collection method that is used to collect data that reflects the
understanding of a group of participants. During the focus group, participants are involved in a
discussion that is facilitated by a skilled interviewer centered around answering the questions
crafted to collect the data needed (Gall et al., 2010; Merriam, 1998, 2015). The TAMAM project

steering team developed a focus group protocol (see Appendix F) that aligns with the
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competencies elements to collect data on the participants’ level of acquisition of the
competencies at various stages of the project implementation (Karami-Akkary et al., 2016). Like
the diagnostic checklist, focus group interviews were conducted by the PST and the researcher
with all team members as part of collecting initial baseline data with team members in two
batches. That is, an initial focus group was conducted with old TSLT members (participants 3, 4,
and 5) by a PST member. Another one was conducted with new TSLT members (participants 6,
7, 8,9, 10, 11, and 12) by the project internal coach at the case school (the researcher) prior to
their participation in the TAMAM project activities at the case school. The same focus group
template was used to collect final evaluative data for the purpose of this study. An outside to the
school member of TAMAM conducted the focus group interview to allow including the

researcher, participant 4 as one of the participants in this focus group.

Individual Interviews

According to Mishler (1986, cited in Corbin and Strauss, 2008) “questioning and
answering are ways of speaking that are grounded in and depend on culturally shared and often
tacit assumptions about how to express and understand beliefs, experiences, feelings, and
intentions” (p.28). The researcher conducted semi-structured individual interviews with both old
and new/current TSLT members (participants 3, 5, 6, 7, 8, 9, 10, 11, and 12) to collect data in
relation to the members’” motivation and commitment to change and school improvement. The
researcher developed open-ended interview questions guided by the theoretical literature review
(see appendix G) to have the participants provide their perspectives about the impact of
TAMAM project participation on their motivation and commitment to the school’s improvement
and change process. The researcher (participant 4) answered the same interview questions and

probes to self-assess her motivation and commitment to change.
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Moreover, the researcher conducted semi-structured individual interviews with the case
school participants (1 and 2), the head of the advisory board of the case school and the case
school principal to explore their perspectives, about the impact of TAMAM project on TSLT
members’ professional learning and commitment and on the impact participation in the project
had on the learning of the organization. Data generated from these interviews was used by the
researcher as newly collected main evaluative data for research question three and as supporting

data for research questions one and two (see appendix H).

Furthermore, a group interview was conducted with three members from the TAMAM
Project Steering Team (PST), the director of TAMAM project, the project manager, and senior
coach (participants 13, 14, and 15 respectively), who were supervising the implementation of the
project at the school. During the interview, the researcher asked them about the impact of
TAMAM project in general. The purpose of this group interview was to explore the overall
process of the model implementation and provide a thorough background information and
description of the capacity building strategies used to enhance and support the team and the

organizational learning (see appendix I).

Progress, Monitoring, and Evaluation Reports

Intensive documentation is a pillar in TAMAM. The researcher who was also the
TAMAM internal coach of the team was in charge of this documentation and prepared many of
the reports on the progress of the team throughout their participation in the TAMAM project at
the case school. The researcher had a rich and thorough archive of meeting reports, progress
reports, school plans, and monitoring and evaluation reports of which was the final evaluation

report (one of the main additional data collection tools for RQ3). Besides, as part of the
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documentation of the learning process in TAMAM, participants are asked to periodically share
their reflections on the progress of their work and the nature of their learning along the project
specified learning outcomes. All these reports constituted the existing data that was brought for

thorough analysis in this study.

As part of the data collection, the researcher organized the existing data to track the
progress and professional learning experience and level of motivation of TSLT members
throughout their participation in the TAMAM improvement journey. This included existing
TSLT members’ reflection papers as well as their reflections in a meeting done with PST in
summer 2018 in which they described their professional and organizational learning experience
and level of motivation throughout their participation in the TAMAM improvement journey.
This meeting report for the summer 2018 PST meeting with all TSLT members in the case
school also included data from PST member (participant 13, the director of TAMAM project)
and the case school principal (participant 2) that was used for RQ3. In addition, the researcher
accessed the initial baseline report prepared by the PST about old (participants 3, 4, and 5) TSLT
members, all TAMAM templates (found in the appendixes), and materials of the workshops and

conferences conducted by PST to TSLT members.

Data Analysis

For the purpose of analyzing the data, the researcher used interpretational analysis that is
defined by Gall et al. (2010) as “the process of closely examining and grouping elements in case
study data to fully describe, evaluate, or explain the phenomenon being studied. The goal of the
interpretational analysis is to identify constructs, themes, and patterns that best make meaning of

the data from a case study” (p.281). Data analysis to answer the three research questions
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followed the qualitative methodology by providing thick descriptions of participants’ points of
view in parallel with the description of contexts, settings, and interactions involved (Gall et al.,
2010). Interpretation identified what was important in the data and why. It also indicated the
learnings and meanings that emerged from this data (Gall et al., 2010). Data analysis procedures

for the three research questions of this study are elaborated below.

Data Analysis for Research Question 1

The data from the diagnostic checklists together with the data from focus groups were
analyzed by referring to the master rubric as well as the journey stations’ rubric to measure the
acquired level of knowledge, skills and attitudes the participants had attained within each of
TAMAM eleven pillars and improvement journey stations. The TAMAM Master Rubric consists
of measurable descriptions of the elements of the competencies that are judged according to three
levels of performance: (1) does not meet the project’s expectations, (2) partially meets the
project’s expectations, and (3) meets the project’s expectations (See Appendix C for a sample of
TAMAM master rubric with one pillar as a criterion with its elements). On an excel sheet
developed by TAMAM PST, the researcher set a score (1 or 2 or 3) that measures the level of
performance of each TSLT member alone for each element of the eleven competencies from her
individual diagnostic checklist. On the same excel sheet, the researcher set a score for the TSLT
as a whole for each element of the eleven competences after transcribing and analyzing the data
generated from the focus group via the master rubric. The excel sheet calculates the mean score
of all TSLT members’ performance level for each element of the competencies from their
diagnostic checklists and then automatically measures the mean score of this value with that of
the focus group (with more emphasis and weight to this value) to reach a mean score that reflects
the level of acquisition of each element of the competences for the TSLT as a whole. The
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weights of the diagnostic checklist and the focus group interview vary, that given to the focus
group interview is higher (x0.75) since during this interview the team members are given the
chance to explain themselves and their views and provide examples from their experience which
is more evidence-based and thus is granted higher importance in the final judgement on the
elements. The diagnostic checklist is assigned a lower weight (x0.25) given the limitations of
this tool to provide extensive evidence to the claims of the participants. These percentages are

noted in the excel sheet calculations.

The excel sheet and after setting all diagnostic checklists and focus group scores for all
elements of each competency, it calculates the mean score that reflects the TSLT level of
acquisition of the competency as a whole. The same procedure was followed when collecting
baseline data. For old TSLT, this process was done by PST while for new TSLT; it was done by
the internal coach (researcher here) (see appendix J for a sample of baseline data excel sheet).
The researcher compared between the baseline and the additional data to examine the impact of
TAMAM’s capacity building model on the school team members’ knowledge, skills, and

attitudes of TAMAM’s desired competencies.

On the other hand, the TAMAM improvement journey rubric was used to examine TSLT
level application and acquisition of each station requirements (see appendix D). The TAMAM
journey stations rubric is an evaluation tool that includes specific criteria to examine the extent
of attainment of the school-based improvement skills that are related to the stations on the
TAMAM journey. It provides a detailed description for three levels of performance of the team
traveling each station of the improvement journey (1) does not meet the project’s expectations,

(2) meets the project’s expectations, and (3) exceeds the project’s expectations.
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Data Analysis for Research Questions 2 and 3

Data collected from focus group and individual interviews to answer the second and third
research questions was analyzed qualitatively following the guidelines of the grounded theory
methodology for data analysis which includes, coding data segments into categories and themes,
identifying their features, inferring relationships existing between them, through researcher’s
reflective analysis taking into consideration contextual characteristics until meanings emerge
(Charmaz, 2008, Corbin & Strauss, 2008, Gall et al., 2010). The researcher then identified,
described, and interpreted these emerging meanings. This took place as follows. The researcher
first carefully read the collected data, highlighted the sections seen as important, and wrote
reflections, impressions, other insights on the margin (Gall et al., 2010). The researcher then
sorted data into categories or themes taken from literature, or participants’ perceptions and
beliefs. After the interpretational analysis, and initial coding, the researcher opted to use the
theoretical framework adopted to guide the organization of the findings (Gall et al., 2010) of the
second research question. Under each domain, results were reported based on the codes and
themes that emerged from the participants’ responses during the interviews and the documents
analysis. Other emerging codes that could not be reported under the theoretical framework

dimensions were reported as separate themes.

Gall et al (2010) provide several analytic classification strategies, negative case strategy
where a piece of data that contradicts an emerging category gives a clue to reconsider the
category, analytic induction where a preliminary explanation arrived at inductively from data
may be supported or not by further collecting data, constant comparison of data to existing

categories to see if data fit within existing categories. If not, categories are to be modified (Gall
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et al., 2010). According to Gall et al (2010), these steps constitute an ongoing loop that the

researcher can pass through continuously for better and deeper analysis of findings.

Quality Criteria

This section describes the several quality criteria adopted in this study and the measures
taken to address them. These criteria essentially relate to the validity, reliability, and

transferability of data.

Validity/Credibility

Validity deals with how much the findings obtained are concurrent with the reality and
capture or match with it (Gall et al., 2010). To validate the results of this study, the researcher
used several strategies that follow the guidelines of collaborative evaluation; namely, coding
checks where the researcher kept on revisiting the data after some time and check if the same
analysis was derived (Campbell, 2013; Gall et al., 2010; Guba & Lincoln, 1989), triangulation
where the researcher used varied methods and checked if all lead to the same results, and
member checking where the researcher showed results to participants to check their authenticity
(Gall et al., 2010). Member Checking was an integral part to collaborative evaluation where the
researcher continuously facilitated the full expression of ideas, thoughts, and claims of
participants and made sure that she had no discrepancy in her understanding of participants’
ideas (Benne & Garrad, 2008). Also, the researcher as a participant observant had many
opportunities to observe and interact with the participants and record their unsolicited
interactions and comments. This has provided her a rich understanding of the context and of the
social meanings the participants accorded as they articulated their answers to the interview

questions. The researcher also decided due to her special contextual factors to highlight and
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report her personal learning in a separate qualitative personal statement to reduce bias and
improve the quality of the data. Finally, the researcher relied on several data sources: existing
data (initial, monitoring, evaluative, and supporting data) as well as several additional data

collected from many data collection sources and tools generated for the purpose of this study.

Reliability/ Dependability

Reliability is the degree to which the research results can be replicated (Gall et al., 2010).
Field notes taken by the researchers at various stages of the study included reflective essays that
embraced reflections on analysis, method, ethical conflicts, or any other observer’s ideas and
reflections (Gall et al., 2010). Providing these rich reflections and thoughts about the changes
and factors involved in the setting and framing stakeholders’ perceptions in these cultural
circumstances as part of collaborative evaluation helped in ensuring reliability (Campbell, 2013;

Gall et al., 2010).

Transferability

Transferability is to what extent results can be generalized or transferred to other contexts
or settings (Gall et al., 2010). The collected data (existing and new data) is taped (in case of
interviews) and field notes were always taken to describe the physical settings, portraits of
participants, their dialogue, and particular events and behaviors (Gall et al., 2010). The
individual interviews done with PST participants provided a full description of the picture of the
intervention being evaluated. Following the guidelines of collaborative evaluation, extended and
extensive documentation and collection of new and existing data provided thorough and thick
description of the research context and all participants’ assumptions which helped in ensuring the

transferability of findings and results of this study (Campbell, 2013; Gall et al., 2010).
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Limitations of the Study

This study has limitations that need to be considered. First, this study is a qualitative
research case study that attempts at understanding intensive and complex realities from the
researcher and the participants’ perspectives. Representing this complexity and capturing all its
details was not easy, especially within the scope of an MA thesis. Second, the researcher was an
insider and a member of the case school. Despite her efforts to safeguard the credibility and
dependability of the case study findings, personal judgment and intuition might still be involved
and may raise doubts about bias. Another limitation is the heavy dependence on interviewing
that involves practitioners in the Lebanese context who may be hesitant, selective, or
conservative in sharing their experiences and perspectives with the researcher (EI-Amine, 2009).
Besides, the score range used to show the three levels of growth for research question one results
do not in some cases reflect the specific level of growth TSLT members achieved in the
competencies’ knowledge, skills, and attitudes. For example, if TSLT members remained in the
same level of growth, the scoring range followed indicates no growth while some growth might
have occurred. In other cases, TSLT members showed one growth level but they might have
started from a low initial number while in other cases from a higher score number but both cases
still indicate the same growth level. Also, the TSLT members joined TAMAM project at
different time intervals. This results in variations in their professional learning as well as
motivation and commitment to lead school-based improvement. Finally, the question of the
transferability of case study results is inherent the design choice of this study where its
specificity in reflecting the findings within the context of the case might have compromised their

transferability to other settings.
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CHAPTER IV

RESEARCH FINDINGS

This research study involves a collaborative evaluation of TAMAM capacity building
model in one of its participating schools and follows a qualitative case study design that also
adopts a collaborative evaluation study. It has a threefold purpose: (1) to examine the
effectiveness of TAMAM’s capacity building model in reaching its desired changes in the
professional knowledge, skills, and attitudes of the TAMAM school lead team (TSLT) members,
(2) to explore its impact on their motivation, and (3) to explore its impact on the school
organizational learning in terms of its professional norms and structure. This chapter reports the
findings of the study presented under different sections. The first section examines the
effectiveness of TAMAM capacity building model on the professional learning of TSLT in terms
of the acquisition of TAMAM competencies’ knowledge, skills, and attitudes and in terms of the
acquisition of TAMAM improvement journey and its several stations. The second section
describes the impact of TAMAM on TSLT motivation towards school improvement. The third
section describes the learning experience of the researcher who was the internal coach in the case
school in a separate participant-observant personal statement. The last section describes the
impact of TAMAM on the school’s organizational learning in terms of its professional norms

and structure.

Examining the Effectiveness of TAMAM’s Capacity Building Model

on the Professional Learning of TSLT

The first research question aimed at examining the effectiveness of TAMAM’s capacity

building model on the professional learning of the TAMAM school lead team (TSLT) members.
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It checked the effectiveness of TAMAM capacity building model in achieving and fulfilling its
desired goals of building leadership capacity in participating schools. The first research question
measured to what extent and in what ways did TAMAM s capacity building model improve
TSLT members’ knowledge, skills and attitudes according to TAMAM’s competencies and

school improvement journey.

The results are reported under two main titles: TAMAM competencies’ knowledge,
skills, and attitudes and TAMAM improvement journey. The data under these two categories are
reported in terms of TAMAM competencies’ knowledge, skills, and attitudes and TAMAM
improvement journey stations respectively as the themes and subthemes that are elaborated in the

following sections.

Acquisition of TAMAM Competencies’ Knowledge, Skills, and Attitudes

This section describes the initial competencies level of TSLT members as well as their
current level. It also presents the level of growth of the TSLT members in the case school
achieved in the competencies’ elements categorized as knowledge, skills, and attitudes.
Individual diagnostic checklists and focus groups with TSLT members done prior and post the
intervention of TAMAM project at the case school provided the initial baseline and additional
data. The TAMAM Master Rubric as well as excel sheet were used to compute the scores that
reflected the TSLT level of acquisition of the competencies and each of its elements.
Comparisons between the baseline and current performance levels were done by the researcher
to conclude about the level of growth of the case school TSLT members’ acquisition of
TAMAM competencies in terms of knowledge, skills and attitudes. Data from the individual

interviews with TSLT members, the researcher field observation and documentation were also
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sources of data that were examined to support the result findings for this research question

whenever necessary.

TSLT initial competencies level. As evident in Table 5, upon their participation in the
project, TSLT members didn’t meet the project’s expectations in six competencies and partially
met the project’s expectations in another five competencies. It is important to note that the latter
although they were partially met but with a score very close to the lower value of the score

range.
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Table 5

TSLT initial competencies level

Scoring Key:

Meets expectations >2.5 Partially meets expectations >1.5, <2.5 Does not meet expectations <I.5

Competency/ Knowledge  SKills Attitudes Total

1. Reflective  1.63 1.62 2.57 1.71

Dialogue and ) ) )

Practice Partially Partially Meets Partially Meets
Meets Meets Expectations Expectations
Expectations Expectations

2. Inquiry 1.32 1.26 1.33 1.28
Does not Does not Does not Does not meet
meet meet meet Expectations
Expectations Expectations Expectations

3. Evidence- 1.25 1.28 1.25 1.27

based

Decisions Does not Does not Does not Does not.meet
meet meet meet Expectations
Expectations Expectations Expectations

4. Decisions  2.18 1.54 1.32 1.64

and Actions ) ] )

Driven by Partially Partially Does not PartlaIIyIMeets

Needs Meets Meets meet Expectations
Expectations Expectations Expectations

5. De- 2.16 1.61 1.44 1.68

privatization ) ] )

of Practice Partially Partially Does not PartlaIIyIMeets
Meets Meets meet Expectations

Expectations

Expectations

Expectations

6. Systematic  1.75 1.22 2.14 1.47

Documented ) ]

Practice Partially Does not Partially Does not meet
Meets meet Meets Expectations
Expectations Expectations Expectations

7. Evolving 1.32 1.32 1.28 1.31

Design

Planning Does not meet
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Does not
meet
Expectations

Does not
meet
Expectations

Does not
meet
Expectations

8.
Professional
Collaboration

1.79

Partially
Meets
Expectations

1.85

Partially
Meets
Expectations

1.57

Partially
Meets
Expectations

1.72

Partially Meets
Expectations

9. 1.84 1.59 1.76 1.71
Participative ) ) ) )
Leadership Partially Partially Partially PartlaIIyIMeets
for Meets Meets Meets Expectations
Continuous Expectations Expectations Expectations
Improvement
10. 2.22 1.44 1.67 1.5
Mentoring . .
approach Partially Does not Partially Does not_meet
Meets meet Meets Expectations
Expectations Expectations Expectations
11. Job- 1.62 1.32 1.69 1.44
Embedded . .
Experiential Partially Does not Partially Does not.meet
Learning Meets meet Meets Expectations
Expectations Expectations Expectations
Average 1.73 1.45 1.63
Partially Does not Partially
Meets meet Meets

Expectations

Expectations

Expectations

The six competencies that were not met were, inquiry, evidence-based decisions,

systematic documented practice, evolving design planning, mentoring approach, and job-

embedded experiential learning. Starting with inquiry, TSLT members lacked the skills needed

to conduct inquiry and investigate a problematic area of need. Therefore, they were not familiar
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with the inquiry cycle, and showed no evidence of applying its steps in terms of formulating
questions, identifying relevant sources and methods for collecting and analyzing the data and
drawing conclusions as well as evidence-based solutions. The data also showed that the team

members couldn’t search for evidence and appraise their validity to guide their decisions.

As for systematic documented practice, TSLT members valued the importance of
documentation but they did not understand it that encompasses the elements explicated in the
TAMAM rubric. During the focus group interview, team members’ responses showed that there
was no systematic procedure to document all practices, reflections, meetings, workshops and
formalized processes and to make these documented practices available for others. Besides,
answers of TSLT members didn’t show that they were familiar with the evolving design
planning competency. This was evident in their inability to describe the methodology they
followed for planning that includes pre-established monitoring stops to modify the plans based
on the emerging needs and challenges. Moreover, team members were not familiar with the
definition and the practices of the experiential learning design as conceived in TAMAM. During
the initial focus group interviews, they could not provide any examples whereby they have
adopted the experiential learning strategy while designing professional development activities.
Moreover, their answers didn’t indicate that they have acquired the skills for learning from a
concrete experience through conceptualizing it, reflecting on it and applying their learning in
new contexts. Finally, TSLT members showed a limited understanding of mentoring with no
evidence in their practices of the process mentors followed with mentees from setting
expectations, active listening, and continuous interaction by providing constructive feedback and

critique during evaluation.
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However, TSLT members partially met the project’s expectations in reflective dialogue
and practice, decisions and actions driven by needs, deprivatization of practice, professional
collaboration, and participative leadership for continuous improvement. As for reflective
dialogue and practice, TSLT members showed familiarity with the conception of this
competency; however, they did not recognize nor practiced the two levels of reflection (technical
and critical) and did not indicate that they allocated specific time for practicing reflection and
acquired the skills needed for reflection. As for decisions and actions driven by needs, TSLT
members understood that decisions and actions should be based on consultation with the target
group and based on their needs and readiness; however, their practices did not indicate that they

engaged in examining the level of readiness of the target group.

Similarly, TSLT members partially met the derivatization of practice competency. Their
responses showed that they valued sharing their practices with others but did not show any
evidence of practicing critique, accountable talk, and non-judgmental listening. As for
professional collaboration, team members’ responses provided evidence that they had an
understanding that professional collaboration is productively working together toward the school
common goals and vision while interacting together respectfully to communicate their thoughts.
However, there was no evidence that they have mastered all the skills needed to translate this
understanding into practice. Namely, analysis of the data did not show sufficient evidence that
the team members practiced considering conflict and disagreement as opportunities for

understanding.

Finally, team members understood that effective leadership for continuous improvement
must be participative. They also understood the various sources of power and provided examples
that demonstrated that they considered leaders those that have high motivation, persistence, and
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responsibility to lead. However, there was no evidence that they practiced identifying and
acknowledging the challenges hindering their continuous improvement nor that they have
practiced proactively addressing these challenges with creativity and innovativeness while

solving their problems.

TSLT current competencies level. After completing the first cycle of the TAMAM
improvement journey, TSLT members in the case school achieved considerable growth at all
levels of the TAMAM competencies. As apparent in Table 6, they met the project’s expectations
in all competencies except for one competency, the last one “job-embedded experiential

learning” that partially met the project’s expectations as detailed by the TAMAM Master Rubric.
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Table 6

TSLT current competencies level

Scoring Key:

Meets expectations >2.5 Partially meets expectations > 1.5, <2.5 Does not meet expectations <1.5

Competency/  Knowledge Skills Attitudes Total
1. Reflective  2.29 2.58 2.92 2.56
Dialogue and _
Practice Partially Meets _ Meets _
meets expectations  expectations ~ Meets
expectations expectations
2. Inquiry 2.88 2.57 2.87 2.66
Meets Meets Meets Meets
expectations  expectations  expectations  expectations
3. Evidence-  2.94 2.81 2.92 2.85
based
Decisions Meets . Meets . Meets . Meets .
expectations  expectations  expectations  expectations
4. Decisions  2.95 2.86 2.93 2.71
and Actions
Driven by Meets _ Meets _ Meets _ Meets _
Needs expectations  expectations  expectations  expectations
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5. De-
privatization
of Practice

2.97

Meets
expectations

2.94

Meets
expectations

2.97

Meets
expectations

2.96

Meets
expectations

6. Systematic  2.94 2.48 2.86 2.6
Documented )
Practice Meets _ Partially Meets _ Meets _
expectations  meets expectations  expectations
expectations
7. Evolving 2.97 2.83 2.87 2.88
Design
Planning Meets Meets Meets Meets
expectations  expectations  expectations  expectations
8. 2.95 2.93 2.96 2.94
Professional
Meets Meets Meets Meets

Collaboration

expectations

expectations

expectations

expectations

9.
Participative
Leadership
for
Continuous
Improvement

2.81

Meets
expectations

2.73

Meets
expectations

291

Meets
expectations

2.75

Meets
expectations

10. Mentoring

approach

2.97

Meets
expectations

2.78

Meets
expectations

2.58

Meets
expectations

2.83

Meets
expectations
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11. Job- 2.56 1.87 2.15 2.03
Embedded ) ) )
Experiential Meets . Partially Partially Partially
Learning expectations  meets ' meets . meets '
expectations  expectations  expectations
Average 2.83 2.67 2.81
Meets Meets Meets

expectations

expectations

expectations
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Levels of growth in TAMAM competencies. This section presents the level of growth
of the TSLT members in the case school achieved in the competencies’ elements categorized as
knowledge, skills, and attitudes. These results were obtained by comparing the level of
competency achieved by the team members at the conclusion of the project first phase (Table 6)
to the baseline data reflecting their performance levels at the onset of the project (Table 5). The
three levels of growth that will be used are, no growth (if the score does not increase to reach the
next level of performance, and stays within the same numerical range), moderate growth (if the
score increases to reach the next level of performance and TSLT learning moved one level up),
and considerable growth (if TSLT learning moved two levels up). In Table 7, the researcher
used these three levels of growth to illustrate the changes TSLT members had in their acquisition
of TAMAM competencies and its dimensions of knowledge, skills, and attitudes as the result of

the team participation in TAMAM professional learning program.
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Table 7

Levels of growth in TAMAM competencies

Competency/
Knowledge, Skills
and Attitudes by
Competency

Knowledge

Skills

Attitudes

Total

1. Reflective
Dialogue and
Practice

No growth

Moderate

No growth

Moderate

2. Inquiry

Considerable

Considerable

Considerable

Considerable

3. Evidence-based
Decisions

Considerable

Considerable

Considerable

Considerable

4. Decisions and
Actions Driven by
Needs

Moderate

Moderate

Considerable

Moderate

5. De-privatization
of Practice

Moderate

Moderate

Considerable

Moderate

6. Systematic
Documented
Practice

Moderate

Moderate

Moderate

Considerable

7. Evolving Design
Planning

Considerable

Considerable

Considerable

Considerable

8. Professional
Collaboration

Moderate

Moderate
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9. Participative
Leadership for
Continuous
Improvement

Moderate

Moderate

Moderate

Moderate

10. Mentoring

Moderate
approach

Considerable

Moderate

Considerable

11. Job-Embedded
Experiential Moderate
Learning

Moderate

No growth

Moderate
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The sections below describe in detail each competency alone and the growth that TSLT

members showed in their acquisition of its dimensions knowledge, skills, and attitudes as the

result of the team participation in TAMAM intervention.

Competency 1: reflective dialogue and practice. The initial TSLT overall score on the

“reflective dialogue and practice” competency was 1.71 which qualified them under partially

meeting the project’s expectations. By 2019, they had shown an overall moderate growth on this

competency, marked by no growth in knowledge, and moderate growth in skills and attitudes.

However, the TSLT score of 2.56 describes their performance which moved them from partially

meeting the project’s expectations to meeting them, as detailed by the TAMAM Master Rubric.

Table 8 below shows the overall growth level of reflective dialogue and practice competency.

Table 8

Reflective dialogue and practice overall growth level

Competency Expectations Level of Growth

Dimension
Initial Current

Knowledge 1.63 2.29 No growth
Partially meets Partially meets
expectations expectations

Skills 1.62 2.58 Moderate
Partially meets Meets expectations
expectations

Attitudes 2.57 2.92 No growth
Meets expectations Meets expectations

Total Competency 1.71 2.56 Moderate
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Level of Performance  Partially meets Meets expectations
expectations

Knowledge. Initially, TSLT members had a general and acceptable understanding of this
competency. Their overall knowledge score of 1.63 qualified them as partially meeting the
project’s expectations for that dimension. By 2019, TSLT raised their scores to 2.29 on the
knowledge elements of the “reflective dialogue and practice” competency. However, they
marked no growth on the knowledge elements keeping them partially meeting the project’s
expectations, as defined by the TAMAM rubric. Table 9 shows the knowledge dimension growth

of this competency.

Table 9

Knowledge dimension growth level -Reflective dialogue and practice

Knowledge Elements Expectations Level of Growth
Initial Current

1. Team member(s) understand that reflective 2.08 2.94

dialogue and practice is making meaningful and Moderate

Partially Meets
meets expectations
expectations

purposeful discussions on educational matters to raise
school members’ awareness of their practice and its
consequences on school development.

2. Team members understand that reflection is a 2.17 2.97

process by which our information, behavior, actions, )

as well as the thinking behind them are examined. Partially Meets _ Moderate
meets expectations

expectations
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3. Team members know that reflection makes them 1.42 2.22
aware of their implicit knowledge and underlying )
professional beliefs. Does not Partially Moderate
meet meets
expectations expectations
4. Team members recognize the two levels of 1.25 1.28
reflection (technical and critical).
Does not Does not No
meet meet growth
expectations expectations
5. Team members understand that the practice of 1.25 2.06
reflection needs structured time. )
Does not Partially Moderate
meet meets
expectations expectations
Total Average for Dimension 1.63 2.29 No growth
Partially Partially
meets meets

expectations

expectations

During the focus group interview, TSLT members were able to explain that reflection is

the process of examining their own thinking, practices, challenges faced, language used, pros and

cons of things, the achievement of goals, etc. They stated that reflection is done to analyze the

current and future contexts. TSLT members became capable of linking reflective dialogue and

practice to the institution’s development. However, the team continued to fail in giving specific

examples of how reflection made them aware of their implicit knowledge and underlying beliefs.

Additionally, they were still not very clear about the two levels of reflection and that reflection

needs structured time.
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Skills. Initially, the TSLT score of 1.62 showed that there was limited evidence of
meeting the expectations with regard to the skills elements of the “reflective dialogue and
practice” competency. By 2019, the team scored 2.58 on the skills elements of the “reflective
dialogue and practice” competency. They marked a moderate growth on the skills elements;
however, this growth moved them from partially meeting the project’s expectations to meeting
them, as defined by the TAMAM rubric. Table 10 shows the skills dimension growth of this

competency.

Table 10

Skills dimension growth level -Reflective dialogue and practice

Skills Elements Expectations Level of Growth
Initial Current
6. Team members ask each other for their ideas 2.14 2.81 Moderate

and viewpoints with focus and

purposefulness. Partially Meets

meets expectations
expectations

7. Team members ask themselves if they are 2.11 2.78 Moderate
progressing towards their intended goals at

every station of the journey. Partially Meets

meets expectations
expectations

8. Team members ask themselves if they have 2.14 2.81 Moderate

followed their own plan. )
Partially Meets

meets expectations
expectations

9. Team members identify the rationale, 1.31 2.17 Moderate
assumptions, and values underlying their
practices, ideas, and goals.
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Does not
meet
expectations

Partially
meets
expectations

10.

Team members ask What, Why and How
things are being done.

1.33

Does not
meet
expectations

2.83

Meets
expectations

Considerable

11.

Team members identify gaps in their

knowledge.

1.36

Does not
meet
expectations

1.33

Does not
meet
expectations

No growth

12.

Team members are aware of and capable of
discussing processes.

1.39

Does not
meet
expectations

2.89

Meets
expectations

Considerable

13.

Team members question both good and bad
consequences.

1.39

Does not
meet
expectations

2.92

Meets
expectations

Considerable

14.

Team members’ comments do not provoke
conflict among each other.

1.33

Does not
meet
expectations

2.89

Meets
expectations

Considerable

15. Team members’ comments are thoughtfully 2.11 2.83 Moderate
reflected on. )
Partially Meets
meets expectations
expectations
16. Team members take a step back and apply the 1.25 2.08 Moderate

following skills: questioning, comparing and

contrasting, sense making and exploring.
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Does not Partially
meet meets
expectations expectations

Total Average for Dimension 1.62 2.58 Moderate

Partially Meets
meets expectations
expectations

There was clear evidence from the focus group interview data and the diagnostic
checklists that TSLT members constantly reflected on the various actions that were completed or
to be planned. During the focus group, they explained, “we constantly reflect on new ideas” and
“we reflect on the planning process.” They also described that while doing that the lines of
communications are very open to each other’s ideas and viewpoints. The TSLT members also
asserted that they take the necessary steps to evaluate whether or not they have reached the
intended goals. During the focus group interview the team members agreed on the following
statements: “we ask ourselves where we are and where we want to go...we take everyone’s
comments into consideration...we ask ourselves what are the challenges...what made us succeed
or fail...what are our criteria.” TSLT members also explained that reflection is the guiding path
for questioning consequences. They stated that throughout their work on their improvement
project they consistently questioned their work: “why did we succeed, why did we fail, how do
these actions affect teachers and students?” According to their responses, there was evidence that
the team’s reflective dynamics was non-defensive and thoughtful. They respectfully discussed
and valued each other’s contributions. However, TSLT members showed little evidence that they
used reflection to identify their underlying assumptions and values and no evidence that they

used reflection to identify gaps in their knowledge.
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Attitudes. The initial overall attitude score of the “reflective dialogue and practice”

competency is 2.57 meeting the project’s expectations on the elements of the attitudes of that

competency. By 2019, the team scored 2.92 on the elements of the attitudes of this competency.

They continued meeting the project’s expectations albeit with a higher score, as defined by the

TAMAM rubric. However, given the margin of increase in their level of meeting expectations

they showed no growth. Table 11 shows the attitudes dimension growth of this competency.

Table 11

Attitudes dimension growth level -Reflective dialogue and practice

Attitudes Elements

Expectations

Initial Current

17. Team members cherish the outcome and show open ~ 2.17

mindedness.

Partially
meets
expectations

2.91 Moderate

Meets
expectations

18. Team members display wholeheartedness.

2.97

Meets
expectations

2.92 No growth

Meets
expectations

Total Average for Dimension

2.57

Meets
expectations

2.92 No growth

Meets
expectations

TSLT members appeared to have had positive attitudes toward reflective dialogue and

practice from the start of the TAMAM project. In 2019, team members considered honoring the

outcomes and showing open mindedness as important factors while working as a team.

Moreover, their accounts and their actions as witnessed during the researcher observation of their
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meetings showed that they valued wholeheartedness as an attitude that underlies their
professional actions in addition to taking responsibility for what they do and decide, something
that they had prior to their participation in TAMAM yet became more adamant about as a result
of their participation in the TAMAM project. Based on the researcher documentation, participant
3 once wrote in a reflection paper, “my participation in TAMAM allowed me to constantly

reflect on my daily experiences whether at the professional or personal levels.”

Competency 2: inquiry. The initial TSLT overall score on the “inquiry” competency was
1.28 which qualified them under not meeting the project’s expectations. By 2019, the team had
shown considerable overall growth in this competency, marked by a considerable growth in
knowledge, skills, and attitudes. The TSLT score of 2.66 describes their performance which
moved from not meeting the project’s expectations to meeting them, as detailed by the TAMAM

Master Rubric. Table 12 below shows the overall growth level of inquiry competency.
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Table 12

Inquiry overall growth level

Competency Expectations Level of Growth
Dimension
Initial Current
Knowledge 1.32 2.88 Considerable
Does not meet Meets expectations

expectations

Skills 1.26 2.57 Considerable

Does not meet Meets expectations
expectations

Attitudes 1.33 2.87 Considerable

Does not meet Meets expectations
expectations

Total Competency 1.28 2.66 Considerable

Level of Performance  Does not meet Meets expectations
expectations

Knowledge. Initially, TSLT members showed no evidence that they understand the
definition of inquiry as a cognitive skill for lifelong learning that constitutes a building block for
school improvement. Their overall knowledge score of 1.32 qualified them as not meeting the
project’s expectations for that dimension. By 2019, TSLT scored 2.66 on the knowledge
elements of the “inquiry” competency. They marked a considerable growth in the first two
knowledge elements which moved them from not meeting the project’s expectations to meeting

them. Table 13 shows the knowledge dimension growth of this competency.
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Table 13

Knowledge dimension growth level -Inquiry

Knowledge Elements

Expectations

Level of Growth

Initial Current
1. Team members understand that inquiry is a 1.33 2.89 Considerable
cognitive skill for lifelong learning that
constitutes a building block for continuous Does not Meet )

meet expectations

school-based improvement.

expectations

2. Team member(s) understand that inquiry is a
cycle that can be exercised at any station of the
school improvement journey and its scope is
determined by how critical the needed evidence
is.

1.32 2.86
Does not Meet
meet expectations

expectations

Considerable

Total Average for Dimension

1.32 2.88
Does not Meets
meet expectations

expectations

Considerable

During the focus group interview, TSLT members were able to articulate that inquiry is a

cognitive skill to answer questions, understand situations, and investigate for evidence, which is

aligned with the definition adopted by TAMAM. Evidence from the interviews and diagnostic

checklists as well as the researcher field observation indicated that TSLT members clearly

express inquiry and its definition in their daily language. Participant 3 said, “before TAMAM we

were not familiar with this word at all, but now we know well that inquiry can be made at any

time to seek evidence for any issue or decision to be taken in the school.”

Skills. Initially, the TSLT score of 1.26 showed that there was no evidence in the team

practices of them possessing the skills elements of the “inquiry” competency. By 2019, the team
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scored 2.57 on the skills elements of the “inquiry” competency. They marked a considerable
growth which moved TSLT members from not meeting the project’s expectations on the skills
elements of this competency to meeting them, as detailed by the TAMAM Master Rubric. Table

14 shows the skills dimension growth of this competency.

Table 14

Skills dimension growth level -Inquiry

Skills Elements Expectations Level of Growth

Initial  Current
. Team members identify a focus as a basis to 1.33 2.81 Considerable
formulate questions that guide their inquiry.
Does not Meets
meet expectations

expectations

Team members identify relevant data and 1.31 2.78 Considerable
evidence that need to be collected in order to
answer questions. Does not Meets _

meet expectations

expectations

. Team members develop organized and logical 1.28 2.72 Considerable
procedure to answer questions.
Does not Meets
meet expectations

expectations

. Team members choose appropriate data collection 1.25 2.81 Considerable
tools to collect the relevant data and evidence.
Does not Meets
meet expectations

expectations

. Team members identify relevant
methods/procedures to use for guiding their data
analysis.
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Does not
meet
expectations

Partially
meets
expectations

8. Team members use evidence to defend the 1.25 2.7 Considerable
appropriateness of data sources, tools chosen and
procedures followed to answer questions. Does not Meets .
meet expectations
expectations
9. Team member(s) collect sufficient data to answer  1.31 2.78 Considerable
questions.
Does not Meets
meet expectations
expectations
10. Team members systematically analyze data to 1.28 2.08 Moderate
answer questions. )
Does not Partially
meet meets
expectations expectations
11. Team members discuss the results from the 1.24 2.81 Considerable
obtained and analyzed data, and consult experts
and relevant literature to develop conclusion. Does not Meets ]
meet expectations
expectations
12. Team members derive innovative and creative 1.25 2 Moderate
solutions/actions from the developed conclusions. ]
Does not Partially
meet meets
expectations expectations
13. Team members propose new questions for further  1.22 2.72 Considerable
maaIny: Does not Meets
meet expectations

expectations

Total Average for Dimension

1.26

Does not
meet
expectations

2.57

Meets
expectations

Considerable
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The researcher observation and examination of documents and plans provided evidence
that TSLT members practiced inquiry in several stages of the improvement journey such as
collecting and analyzing data for need identification, monitoring stops, and final evaluation
stage. Based on the focus group interview and the researcher field observation and
documentation, there was clear evidence that the team was capable of identifying areas to be
investigated reflecting real needs at the school. They constantly formulated questions to guide
their inquiry and identify the needed information to be collected. During the focus group
interview they all agreed on the following statements: “we inquire for identifying the needs in
our departments.... we inquire if we have problems with teachers...we inquire to look for
causes.” Based on the researcher observation and documentation, TSLT members used focus
group interviews and questionnaires to collect data in the two TAMAM improvement initiatives,
instructional supervision and student profile. They also constantly mentioned the need for further
investigations for further inquiry when necessary. Moreover, the researcher field observation and
documentation provided evidence that, throughout their work on their TAMAM improvement
projects, TSLT members consulted experts and relevant literature for continuous learning. They
also practiced skills and methods needed for data analysis and for the generation of creative and
innovative solutions or actions and reported during their interviews that they are still aspiring to

improve these skills and eager to continue acquiring additional ones.

Attitudes. Initially, with their limited knowledge on “inquiry” TSLT members showed
very little evidence of positive attitudes toward this competency. They scored 1.33 on the overall
attitude elements which qualified them as not meeting the project’s expectations. By 2019, the
team scored 2.87 on the attitude elements of the “inquiry” competency. They marked a
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considerable growth on the attitude elements, moving them from not meeting the project’s

expectations to meeting them, as defined by the TAMAM rubric. Table 15 shows the attitudes

dimension growth of this competency.

Table 15

Attitudes dimension growth level -Inquiry

Attitudes Elements

Expectations

Level of Growth

Initial Current
14.Team members consider inquiry a tool for 1.36 2.89 Considerable
continuous improvement.

Does not Meets

meet

expectations

expectations

15. Team members appreciate inquiry as a skill
to investigate educational practices.

1.31

Does not
meet
expectations

2.89 Considerable

Meets
expectations

16. Team members appreciate inquiry as a cycle
that can be exercised at any station of the
school improvement journey

1.31

Does not
meet
expectations

2.83 Considerable

Meets
expectations

Total Average for Dimension

1.33

Does not
meet
expectations

2.87 Considerable

Meets
expectations

During the focus group interview, the TSLT members demonstrated that they have

developed a strong conviction that action research is a valuable tool for improvement and they
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actually utilize it for most of their educational practices and decisions. They concurred their

appreciation of inquiry and its use currently instead of listening to rumors or following intuitions.

Competency 3: evidence-based decisions. At the onset of their participation in TAMAM,
the TSLT overall score on the “evidence-based decisions” competency was 1.25 which reflected
that the team did not possess the knowledge, skills, and attitudes needed to meet the project’s
expectations for that competency. By 2019, they had shown considerable growth on the
“evidence-based decisions” competency, marked by a considerable growth in knowledge, skills,
and attitudes. The TSLT score of 2.85 describes their performance which moved them from not
meeting the project’s expectations to meeting them, as detailed by the TAMAM Master Rubric.

Table 16 below shows the overall growth level of evidence-based decisions competency.
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Table 16

Evidence-based decisions overall growth level

Competency Expectations Level of Growth
Dimension
Initial Current
Knowledge 1.25 2.94 Considerable
Does not meet Meets expectations

expectations

Skills 1.28 281 Considerable

Does not meet Meets expectations
expectations

Attitudes 1.25 2.92 Considerable

Does not meet Meets expectations
expectations

Total Competency 1.27 2.85 Considerable

Level of Performance  Does not meet Meets expectations
expectations

Knowledge. Initially, TSLT score of 1.25 did not show evidence of meeting the
expectations of the knowledge elements related to the “evidence-based decisions” competency
depicted in the TAMAM project. By 2019, the team scored 2.94 on the knowledge elements of
the “evidence-based decisions” competency. They marked a considerable growth on the
knowledge elements which moved them from not meeting the project’s expectations, to meeting
them as defined by the TAMAM rubric. Table 17 shows the knowledge dimension growth of this

competency.
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Table 17

Knowledge dimension growth level —Evidence-based decisions

Knowledge Elements Expectations Level of Growth
Initial  Current

1. Team members know that decisions are to be 1.25 2.94 Considerable
guided by the best available evidence

Does not Meets

meet expectations

expectations

Total Average 1.28 2.81 Considerable
for Dimension Does not Meets
meet expectations

expectations

During the focus group interview, when asked about how decisions ought to be made,
TSLT members stated that as a result of their participation in the TAMAM project, decisions
ought to be guided by the best available evidence. The team explained that their participation in
TAMAM made them aware that any matter and discussion “need to be based on reflection,
inquiry for evidence, taken either from the academic literature or actual experience.”

Additionally, they noted that they now seek further investigations whenever necessary.

Skills. Initially, the TSLT score of 1.28 showed that the team members showed no
evidence for possessing skills related to the “evidence-based decisions” competency. By 2019,
the team scored 2.81 on the skills elements of the “evidence-based decisions” competency. They

marked a considerable growth on the skills elements, moving them from not meeting the
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project’s expectations to meeting them, as defined by the TAMAM rubric. Table 18 shows the

skills dimension growth of this competency.

Table 18

Skills dimension growth level —Evidence-based decisions

Skills Elements Expectations Level of Growth
Initial  Current

2. Team members identify and justify the 1.28 2.81
type of evidence needed for a decision. ] ]
Does not Meets expectations Considerable
meet

expectations

3. Team members systematically search for  1.31 2.78
evidence before taking decisions. _ )
Does not Meets expectations Considerable
meet

expectations

4. Team members critically appraise the 1.25 2.78
trustworthiness and usefulness of data ) ]
used to support decisions. Doef not Meets expectations Considerable
mee

expectations

5. Team members implement actions driven  1.28 2.86
by evidence. _ _
Does not Meets expectations Considerable
meet

expectations

Total Average for Dimension 1.28 2.81
Does not Meets expectations Considerable
meet

expectations
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Focus group interview with the TSLT members provided evidence that they can identify
the type of evidence needed depending on the studied issue. They described in the focus group
that they realize now that some decisions require collecting evidence from students’
performance, others from teachers or parents or administration, or from other schools’
experiences. They agreed on the following statements: “any decision should be based on
evidence...the evidence should be taken from the people concerned; they might involve teachers
or students or parents...the evidence can also be from other success stories found in other
schools or from the literature.” Besides, evidence from the interviews and diagnostic checklists
indicated that TSLT members acquired and practiced the technical skills related to appraising the
validity and reliability of the collected data. During the focus group interview, participant 9 said:
“we do several action research cycles to check the validity of our results.” TSLT members
elaborated how while implementing their innovative intervention aimed at improving their
instructional supervision practices, and during the need identification station of their
improvement initiative, they followed the focus groups done with teachers with another one with
coordinators to check the validity of results. Similarly, they related in their interviews that in the
case of the student profile improvement initiative, TSLT members followed the use of
questionnaires with focus groups with teachers and students to make sure that they have

collected trustworthy evidence to inform their decisions.

Attitudes. Initially, the TSLT score of 1.25 did not show evidence of positive attitudes as
promoted by the TAMAM project towards “evidence-based decisions” competency. By 2019,
the team scored 2.92 on the attitude elements of the “evidence-based decisions” competency.

The team marked a considerable growth on the attitude element, moving from not meeting the
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project’s expectations to meeting them, as defined by the TAMAM rubric. Table 19 shows the

attitudes dimension growth of this competency.

Table 19

Attitudes dimension growth level —Evidence-based decisions

Attitudes Elements Expectations Level of Growth
Initial Current

Considerable

6. Team members accept evidence as the basis for 1.25 2.92
making decisions, regardless whether they reveal
strengths/successes or weaknesses/failures. Does not Meets ]
meet expectations
expectations Considerable
Total Average for Dimension 1.25 2.92
Does not Meets
meet expectations

expectations

During the focus group, TSLT members highlighted their newly acquired valuing of
collecting evidence to inform their decisions as one of their key learning from their participation
in TAMAM. They repeatedly made statements emphasizing the importance of collecting all the
needed evidence before making decisions, the need to use evidence when discussing and making
decision on any emerging school problem, and the need for seeking further evidence whenever
needed. Participant 10 said: “this competency became one of the most important competences |

frequently use and practice.”

Competency 4: decisions and actions driven by needs. The initial TSLT overall score on

the “decisions and actions driven by needs” competency was 1.64 which indicated that the team
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partially meet the project’s expectations for that competency. By 2019, the TSLT had shown an
overall moderate growth on the “decisions and actions driven by needs” marked by moderate
growth in knowledge and skills and considerable growth in attitudes. However, the TSLT score
of 2.71 describes their performance which moved them from partially meeting the project’s
expectations to meeting them, as detailed by the TAMAM Master Rubric. Table 20 below shows

the overall growth level of decisions and actions driven by needs competency.

Table 20

Decisions and actions driven by needs overall growth level

Competency Expectations Level of Growth
Dimension
Initial Current
Knowledge 2.18 2.95 Moderate
Partially meets Meets expectations

expectations

Skills 1.54 2.86 Moderate

Partially meets Meets expectations
expectations

Attitudes 1.32 2.93 Considerable

Does not meet Meets expectations
expectations

Total Competency 1.64 2.71 Moderate

Level of Performance  Partially meets Meets expectations
expectations

Knowledge. Initially, TSLT score of 2.18 showed that members understood that decisions

and actions should be based on consultation with the target group and based on their needs and
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readiness. By 2019, the team scored 2.95 on the knowledge element of the “decisions and
actions driven by needs” competency. They marked a moderate growth on the knowledge
element; however, this growth moved them from partially meeting the project’s expectations, to
meeting them as defined by the TAMAM rubric. Table 21 shows the knowledge dimension

growth of this competency.

Table 21

Knowledge dimension growth level - Decisions and actions driven by needs

Knowledge Elements Expectations Level of Growth
Initial Current
1. Team members understand that decisions and 2.18 2.95 Moderate

actions should be informed by reflective
dialogue and consultation with stakeholders,
and based on the needs and readiness of the

Partially Meets
meets expectations
expectations

target group.

Total Average for Dimension 2.18 2.95 Moderate
Partially Meets
meets expectations

expectations

During the focus group interview, when TSLT members were asked about what
successful and collaborative decisions need to take into consideration, they stated that decisions
and actions should be based on the needs of the target group. Participant 5 noted, “after
TAMAM, decisions on teachers’ professional development are based on their perceptions of

their priorities, capabilities, and readiness.” Based on the researcher field observation and after
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the implementation of TAMAM improvement initiatives, TSLT members constantly customized

and adapted the plan based on the differentiated needs of their teachers in their departments.

Skills. Initially, TSLT scored 1.54 on all four elements of skills of the “decisions and
actions driven by needs” competency. By 2019, the TSLT scored 2.86 on the skills elements of
the “decisions and actions driven by needs” competency. They marked a moderate growth on
the skills elements; however; this growth moved them from partially meeting the project’s
expectations to meeting them, as defined by the TAMAM rubric. Table 22 shows the skills

dimension growth of this competency.

Table 22

Skills dimension growth level - Decisions and actions driven by needs

Skills Elements Expectations Level of Growth
Initial Current
2. Decisions examine and take into consideration the 1.28 2.81 Considerable

context of the target group. 5 , Meet
0es no eets

expectations
meet

expectations

3. Decisions examine and take into consideration the 1.39 2.86 Considerable

readiness of the target group affected by the decision.
Does not Meets

expectations
meet

expectations

4. Decisions are reached after consulting with stakeholders  2.14 2.86 Moderate
and taking into consideration the views and perspectives )
of the target group. Partially Meets ]
meets expectations

expectations
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5. Team members collect sufficient information about the 1.33 2.89 Considerable

readiness and needs of the target group.
Does not Meets

expectations
meet

expectations

Total Average for Dimension 1.54 2.86 Moderate

Partially Meets
meets expectations
expectations

During the focus group interview, TSLT members stated that as a result of their
participation in TAMAM, they began to approach solving problems differently. They related that
prior to making any decisions to solve emerging problems, they take time to explore the nature
of these problems with key stakeholders. So as subject matter coordinators faced with challenges
related to finding the proper support and resources to their teachers, they started holding
meetings with the teachers to brainstorm about the nature of the challenges they are facing as
well as to get their suggestions for improvement. Participants agreed during their interviews that
as a result of their participation in TAMAM their decisions and actions are based on consultation
with the target group taking into consideration their needs and readiness. They also stated that
they collect sufficient information about the latter. This is supported by the researcher field
observation and examination of plans and documents which provide evidence that in both
improvement initiatives following the TAMAM model (instructional supervision and student
profile), TSLT members collected data from several parties (coordinators, teachers, and students)
to identify and describe their needs and assess their readiness before proceeding with designing

their interventions.
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Attitudes. Initially, the TSLT score of 1.32 did not show evidence of positive attitudes as
promoted by the TAMAM project towards the “decisions and actions driven by needs”
competency. By 2019, the team scored 2.93 on the attitude elements of the “decisions and
actions driven by needs” competency. The team marked a considerable growth on the attitude
elements, moving them from not meeting the project’s expectations to meeting them, as defined

by the TAMAM rubric. Table 23 shows the attitudes dimension growth of this competency.

Table 23

Attitudes dimension growth level - Decisions and actions driven by needs

Attitudes Elements Expectations Level of Growth

Initial Current
6. Team members value the importance of considering the 1.33 2.94 Considerable
needs and readiness level of the target group.
Does not Meets
meet expectations

expectations

7. Team members value the importance of reflective 1.31

dialogue and consultation with stakeholders.

Does not
meet
expectations

2.92 Considerable

Meets
expectations

Total Average for Dimension

1.32

Does not
meet
expectations

2.93 Considerable

Meets
expectations
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During the focus group, the TSLT members expressed that due to the learning they
acquired in TAMAM, they now believe that it is critical that the stakeholders that will be
impacted by an improvement initiative are consulted and that their views are taken into
consideration prior to making any decision or taking any action. They reported that they now
value the importance of identifying and considering the needs and readiness of the target group.
They also value the importance of engaging in reflective dialogue and undergoing thorough
consultation with stakeholders. TSLT members who are coordinators agreed that “we
wholeheartedly consult teachers and we work on developing them based on their needs and
readiness.” During the researcher observations of the team meetings, their stated valuing of
taking actions based on the needs of the target group was evident in the discourse they used and
in the constant reminding of each other to ensure that the voices of the target groups were both

heard and considered.

Competency 5: de-privatization of practice. The initial TSLT overall score on the “de-
privatization of practice” competency was 1.68 which places the team acquisition of this
competency under partially meeting the project’s expectations. By 2019, they had shown an
overall moderate growth on the “de-privatization of practice” marked by a moderate growth in
knowledge and skills, and considerable growth in attitudes. The TSLT score of 2.96 describes
their performance which moved them from partially meeting the project’s expectations to
meeting them, as detailed by the TAMAM Master Rubric. Table 24 below shows the overall

growth level of de-privatization of practice competency.

Table 24

De-privatization of practice overall growth level
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Competency Expectations Level of Growth
Dimension

Initial Current
Knowledge 2.16 2.97 Moderate
Partially meets Meets expectations

expectations

Skills 1.61 2.94 Moderate

Partially meets Meets expectations
expectations

Attitudes 1.44 2.97 Considerable

Does not meet Meets expectations
expectations

Total Competency 1.68 2.96 Moderate

Level of Performance  Partially meets Meets expectations
expectations

Knowledge. Initially, TSLT score of 2.16 indicated that they had a partial understanding
of the definition and implications of “de-privatization of practice”. By 2019, the team scored
2.97 on the knowledge elements of the “de-privatization of practice” competency. They marked
a moderate growth on the knowledge elements; however, this growth moved them from partially
meeting the project’s expectations, to meeting them as defined by the TAMAM rubric. Table 25

shows the knowledge dimension growth of this competency.

Table 25

Knowledge dimension growth level - De-privatization of practice

Knowledge Elements Expectations Level of Growth
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Initial Current
1. Team members understand that de-privatization of 2.08 2.97 Moderate
practice is the exchange of educational knowledge and ]
its limitation among educational practitioners to Partially Meet
broa(?en each other’s expertise through sharing their g(zet:ctations expectations
practices.
2. Team members understand that de-privatization of 2.25 2.97 Moderate
practice is a key for learning within a professional .
learning community. Partially Meet
meet )
expectations expectations
Total Average for Dimension 2.16 2.97 Moderate
Partially
meets Meets

expectations

expectations

During the focus group interview, TSLT members were able to state that they share

experiences and practices to learn from each other and for the sake of school improvement.

Evidence from the interviews and diagnostic checklists as well as the researcher field

observation indicated that TSLT members clearly understand that sharing their failures as well as

their success stories is now part of their professional habits and they consider it indispensable for

their professional learning.

Skills. Initially, TSLT score of 1.61 showed that there was partial evidence of possessing

skills of practice for the “de-privatization of practice” competency. By 2019, the team scored

2.94 on the skills elements of the “de-privatization” competency. The members marked a

moderate growth on the skills elements; however, this growth moved them from partially

meeting the project’s expectations to meeting them, as defined by the TAMAM rubric. Table 26

shows the skills dimension growth of this competency.
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Table 26

Skills dimension growth level - De-privatization of practice

Skills Elements Expectations Level of Growth

Initial Current
3. Team members speak with 2.17 2.94 Moderate
candor (honesty, impartiality).
( Y. mp Y) Partially Meets
meets expectations

expectations

4. Team members share successful
and unsuccessful experiences.

1.44

Does not
meet
expectations

2.97

Meets
expectations

Considerable

5. Constructive critique of practice
is welcomed and non-defensive.

1.42

Does not
meet
expectations

2.94

Meets
expectations

Considerable

6. Team members practice
accountable talk and non-
judgmental listening.

1.39

Does not
meet
expectations

2.93

Meets
expectations

Considerable

Total Average for Dimension

1.61

Partially
meets
expectations

2.94

Meets
expectations

Moderate

During the focus group interview, TSLT members explained how their participation in

TAMAM made it possible and easy for them to “admit their mistakes to each other.” They also

shared that they now possess unconditional acceptance of the examination of their practice. They
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asserted, “the examination of our practice is a way to help us improve...we say our problems to
learn and find solutions from others.” They totally welcome constructive critique and openly
share successful and non-successful experiences. Finally, TSLT members related during the
focus group interview that they now practice accountable talk and non-judgmental listening.
They said, “we are very open to each other’s’ opinions...we have no problem with diversity of

views.”

Attitudes. Initially, the TSLT attitudes score of de-privatization of practice competency is
1.44. By 2019, the team scored 2.97 on the attitude elements of the “de-privatization of practice”
competency. It marked a considerable growth on most of the elements of the attitude dimension
of this competency, moving them from not meeting the project’s expectations to meeting them,
as defined by the TAMAM rubric. Table 27 shows the attitudes dimension growth of this

competency.

Table 27

Attitudes dimension growth level - De-privatization of practice

Attitudes Elements Expectations Level of Growth
Initial Current
7. Team members value de- 1.44 2.97 Considerable

privatization of practice as a
reflection of their common
understanding that
students’/school’s success is a
joint responsibility.

Does not meet Meets
expectations expectations
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Team members value an
atmosphere of appreciation
and recognition of others.

1.42

Does not meet
expectations

2.97 Considerable

Meets
expectations

Team members are willing to
be transparent about the
outcomes of their practices.

Total Average for Dimension
Attitudes

1.47

Does not meet
expectations

1.44

Does not meet
expectations

2.97 Considerable

Meets
expectations

2.97 Considerable

Meets
expectations

During the focus group interview, TSLT members expressed that they value school’s
improvement as a joint responsibility. They also explained that as professionals they have a
collective main vision and purpose. Based on the researcher field observation, TSLT meetings
had an atmosphere of appreciation and recognition of others. They were willing to be transparent
about the outcomes of their practices. Participant 5 said during the focus group interview, “we

consider critique as not personal and we consider the success of one of us as the success of all.”

Competency 6: systematic documented practice. The initial TSLT overall score on the
“systematic documented practice” competency was 1.47 which qualified them under not meeting
the project’s expectations. By 2019, they had shown considerable overall growth on this
competency marked by a moderate growth in knowledge, skills, and attitudes. The TSLT score
of 2.6 describes their performance which moved them from not meeting the project’s
expectations to meeting them, as detailed by the TAMAM Master Rubric. Table 28 below shows

the overall growth level of systematic documented practice competency.

Table 28
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Systematic documented practice overall growth level

Competency Expectations Level of Growth
Dimension
Initial Current
Knowledge 1.75 2.94 Moderate
Partially meets Meets expectations

expectations

Skills 1.22 2.48 Moderate
Does not meet Partially meets
expectations expectations

Attitudes 2.14 2.86 Moderate
Partially meets Meets expectations

expectations

Total Competency 1.47 2.6 Considerable

Level of Performance  Does not meet Meets expectations
expectations

Knowledge. Initially, the TSLT score of 1.75 indicated that members did not have a clear
understanding of systematic documented practice as defined by TAMAMDS. By 2019, the team
scored 2.94 on the knowledge elements of the “systematic documented practice” competency.
They marked a moderate growth on the knowledge elements; however, this growth moved them
from partially meeting the project’s expectations, to meeting them as defined by the TAMAM

rubric. Table 29 shows the knowledge dimension growth of this competency.

Table 29
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Knowledge dimension growth level - Systematic documented practice

Knowledge Elements

Expectations

Level of Growth

Initial Current
1. Team members know that documentation isthe  2.14 2.94 Moderate
act of methodical recording, organizing, ]
archiving, retrieving and disseminating Partially Meets )
meets expectation

educational practices.

expectations

2. Team members understand that documentation is
the process of preserving the collected data to be
used for decision-making at all stages of the
TAMAM’s journey.

1.36

Does not
meet
expectations

2.94
Meets

expectations

Considerable

Total Average for Dimension

1.75

Partially
meets
expectations

2.94

Meets
expectations

Moderate

During the focus group interview, TSLT members expressed their understanding that

documentation is the act of recording, archiving and retrieving educational practices. They also

stated that documentation is indispensable for disseminating educational practices “year after the

other.... for the success of us and other teachers.” They also conveyed that documentation

allowed them not only in TAMAM work but also in their daily teaching and coordination

practices to preserve the collected data to be used for decision-making.

Skills. Initially, the TSLT score of 1.22 did not meet the project’s expectations related to

the “systematic documented practice” competency. By 2019, they scored 2.48 on the skills

elements of the “systematic documented practice” competency. They marked a moderate growth
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on the skills elements; however, this growth moved them from not meeting the project’s
expectations to partially meeting them, as defined by the TAMAM rubric. Table 30 shows the

skills dimension growth of this competency.

Table 30

Skills dimension growth level - Systematic documented practice

Skills Elements Expectations Level of Growth

Initial Current
Team members systematically document 1.29 2.75 Considerable
practices/meetings/workshops in a clear way using
agreed upon format that facilitates retrieval. Does not Meets )
meet expectations

expectations

Team members regularly document their reflections 1.31 2 Moderate
Does not Partially
meet meets

expectations

expectations

Team members use the documented experiencesto  1.11 2.69 Considerable
inform policy development at the school and
national level. Does not Meets )

meet expectations

expectations

Team members use the documented data for 1.14 2.75 Considerable
decision-making at all relevant stages of the
TAMAM Journey. Does not Meets _

meet expectations

expectations
Team member(s) compose final reports that 1.28 2 Moderate
document the experience they went through at all ]
stations of the TAMAM journey and clearly Does not Partially

meet meets

capture the improvement journey’s process in a

way others can adapt and/or build on it expectations - expectations

116



8. Documented practice is disseminated and made 1.19 2.69 Considerable

available to relevant audience.
Does not Meets

meet expectations
expectations

Total Average for Dimension 1.22 2.48 Moderate
Does not Partially
meet meets

expectations expectations

During the focus group interview, TSLT members expressed that they now ensure that
everything related to their improvement project is documented at the case school. The field
examination of documents revealed that all the TAMAM meetings, resources, reflections, and
workshops were stored. Besides, both TAMAM improvement initiatives at the case school
(instructional supervision and student profile) generated many documents that are now available
to any school personnel and are converted into institutional policies officially adopted in the case
school. Moreover, TSLT members reported that they regularly document their reflections and
daily practices. During the focus group interview, they agreed on the following statements: “we
document our practices...we document based on the tools we agreed on.” Based on the
researcher observation, some TSLT members decided to collect data about their teachers’
portfolios that include teachers’ plans, any parents complains, reflections, and any teachers’
related documents to help TSLT members (as instructional supervisors and coordinators) to take
documented and evidence-based decisions about their teachers. As for the final report that
documented the experience of all TAMAM journey stations, this was mainly done by the internal

coach/participant 4 with the involvement of other TSLT members.
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Attitudes. The overall attitude scores of the “systematic documented practice”

competency show a moderate growth (2.86 >2.14). TSLT marked a moderate growth on the

attitude elements; however, this growth moved them from partially meeting the project’s

expectations to meeting them, as defined by the TAMAM rubric. Table 31 shows the skills

dimension growth of this competency.

Table 31

Attitudes dimension growth level - Systematic documented practice

Attitudes Elements

Expectations

Initial Current
9. Team members value the importance of 2.17 2.89 Moderate
documentation. )
Partially Meets
meets expectations

expectations

10. Team members value the importance of 2.11
disseminating their practices to relevant

audiences.

Partially
meets
expectations

2.83 Moderate

Meets
expectations

Total Average for Dimension

2.14

Partially
meets
expectations

2.86 Moderate

Meets
expectations

TSLT members appeared to have had acquired additional positive attitudes toward

systematic documented practice from the start of the TAMAM project. They valued the

importance of documentation in their daily professional practices and considered it as a mean
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through which their practices can be disseminated to teachers. During the focus group interview
TSLT members agreed on the following statements: “documentation is a solution to us in the
first place...documentation is not an exhausting work; it’s a reflective narration of our
professional journey...documentation is very important for our success and the success of other

teachers.”

Competency 7: evolving design planning. The initial TSLT overall score on the
“evolving design planning” competency was 1.31 which placed them under “not meeting the
project’s expectations” for that competency. By 2019, they had shown considerable overall
growth on the “evolving design planning” marked by a considerable growth in knowledge, skills,
and attitudes. The TSLT score of 2.88 indicates their performance which moved from not
meeting the project’s expectations to meeting them, as detailed by the TAMAM Master Rubric.

Table 32 shows the overall growth level of evolving design planning competency.

Table 32

Evolving design planning overall growth level

Competency Expectations Level of Growth
Dimension
Initial Current
Knowledge 1.32 2.97 Considerable
Does not meet Meets expectations

expectations

Skills 1.32 2.83 Considerable

Does not meet Meets expectations
expectations

Attitudes 1.28 2.87 Considerable
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Does not meet Meets expectations
expectations

Total Competency 1.31 2.88 Considerable

Level of Performance  Does not meet Meets expectations
expectations

Knowledge. Initially, the TSLT did not show evidence they understood that continuous
monitoring of their work was an inherent part of their planning process, as shown by their score
of 1.31. By 2019, the team scored 2.97 on the knowledge elements of the “evolving design
planning” competency. They marked a considerable growth on the knowledge elements which
moved them from not meeting the project’s expectations, to meeting them as defined by the

TAMAM rubric. Table 33 shows the knowledge dimension growth of this competency.

Table 33

Knowledge dimension growth level — Evolving design planning

Knowledge Elements Expectations Level of Growth
Initial Current
1. Team members understand that evolving  1.33 2.97 Considerable
design planning is the construction and
deconstruction of action plans in response Does not Meets ]
meet expectations

to emerging challenges and based on ]
expectations

evidence.
2. Team members understand that 1.31 2.97 Considerable
continuous monitoring is the mean
through which they can modify and Does not Meets ]
meet expectations

improve their plan during implementation. ]
expectations

120



3. Team members are aware that the plans 1.31 2.97 Considerable
they set are initial and can be modified

during implementation. Does not Meets

meet expectations
expectations

Total Average for Dimension 1.32 2.97 Considerable
Does not Meets
meet expectations

expectations

During the focus group interview, TSLT members showed that they understand that all
plans should be continuously monitored and that modification must be introduced during
implementation in response to emerging challenges and based on evidence. For example,
participant 10 said, “I always go back to my plan and I know that I always need to edit it and

document its editions and be aware of the reasons behind these changes in the plan.”

Skills. Initially, TSLT score of 1.32 showed that there was no evidence of skills practiced
that are related to the “evolving design planning” competency. By 2019, they scored 2.83 on the
skills elements of the “evolving design planning” competency. They marked a considerable
growth on the skills elements, moving from not meeting the project’s expectations to meeting
them, as defined by the TAMAM rubric. Table 34 shows the skills dimension growth of this

competency.

Table 34

Skills dimension growth level — Evolving design planning

Skills Elements Expectations Level of Growth

Initial Current
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4. Team members design a monitoring plan
to guide the process of construction and
deconstruction of their initial plan.

1.36

Does not
meet
expectations

2.83

Meets
expectations

Considerable

5. Team members monitor the

implementation of their plan to examine
the process and its preliminary impact.

1.31

Does not
meet
expectations

2.83

Meets
expectations

Considerable

Team members identify and examine
limiting factors in the design of their plan
(processes and activities) during the
implementation process.

1.36

Does not
meet
expectations

2.86

Meets
expectations

Considerable

Team members practice reflection and
dialogue at the identified monitoring
stops.

1.31

Does not
meet
expectations

2.81

Meets
expectations

Considerable

Team members make necessary
modifications to their plan based on the
evidence from the monitoring stops.

1.28

Does not
meet
expectations

2.81

Meets
expectations

Considerable

Team members make necessary
modifications to the plan by 1. adding
resources, 2. Modifying strategies, and/or
3. Resetting goals as deemed necessary
by evidence.

1.28

Does not
meet
expectations

2.86

Meets
expectations

Considerable

Total Average for Dimension
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During the focus group interview, TSLT members explained that during the
implementation of the TAMAM improvement projects at their school, they had set an initial plan
and developed indicators of success. These indicators were used to frequently monitor their
implementation and revise the effectiveness of their strategies and refine them based on the
results of the monitoring stops and the emerging needs of their project. They stated, “we monitor
to check if we are on the right track or not.” Also, TSLT members explained during the focus
group that they are now able to identify limiting factors in the design of their plans and the
expected challenges during implementation, and that this is something they practice regularly.
They mentioned, “we have to anticipate the challenges and think of how to deal with them...we
change in our plans depending on the circumstances.” Participant 5 also said, “we make
necessary modifications to the plan by either modifying strategies or resetting goals as deemed

necessary by evidence.”

Attitudes. Initially, TSLT showed no evidence of positive attitudes related to the
“evolving design planning” competency promoted by the TAMAM project, as shown by their
overall score of 1.28. By 2019, they scored 2.87 on the attitude elements of the “evolving design
planning” competency. They marked a considerable growth on the attitude elements, moving
from not meeting the project’s expectations to meeting them, as defined by the TAMAM rubric.

Table 35 shows the attitudes dimension growth of this competency.

Table 35

Attitudes dimension growth level — Evolving design planning

Attitudes Elements Expectations Level of Growth

Initial Current
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10. Team members tolerate uncertainty and 1.28 2.81 Considerable

ambiqguity during implementation.
gty g1mp Does not Meets

meet expectations
expectations

11. Team members accept and value 1.28 2.92 Considerable
construction and deconstruction of their
plans and actions. Does not Meets )
meet expectations

expectations

Total Average for Dimension 1.28 2.87 Considerable
Does not Meets
meet expectations

expectations

The evidence collected from the field observation and the focus group interview revealed
that TSLT members had positive attitudes toward ones that tolerate uncertainty and ambiguity.
Their statements also revealed that they now accept and value the construction and
deconstruction of their plans as a normal part of their actions. Participant 10 explained, “one of
the things that greatly affected me in TAMAM was the evolving design planning; I go back to

every plan | do and modify it whenever necessary.”

Competency 8: professional collaboration. The initial TSLT “professional
collaboration” overall score was 1.72 which qualified them under partially meeting the project’s
expectations for that competency. By 2019, they had shown an overall moderate growth on the
“professional collaboration” marked by a moderate growth in knowledge, skills, and attitudes.
The TSLT score of 2.94; however, describes their performance which moved from partially
meeting the project’s expectations to meeting them, as detailed by the TAMAM Master Rubric.

Table 36 below shows the overall growth level of professional collaboration competency.
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Table 36

Professional collaboration overall growth level

Competency Expectations Level of Growth
Dimension
Initial Current
Knowledge 1.79 2.95 Moderate
Partially meets Meets expectations

expectations

Skills 1.85 2.93 Moderate

Partially meets Meets expectations
expectations

Attitudes 1.57 2.96 Moderate

Partially meets Meets expectations
expectations

Total Competency 1.72 2.94 Moderate

Level of Performance  Partially meets Meets expectations
expectations

Knowledge. Initially, TSLT members understood that professional collaboration was a
way to realize shared goals; they knew and understood the individual and collective assets of the
team. They scored 1.79 on knowledge elements, which qualified them as partially meeting the
project’s expectations for that dimension. By 2019, the team scored 2.95 on the knowledge
elements of the “professional collaboration” competency. They marked moderate growth in the
knowledge elements; however, this growth moved them from partially meeting the project’s
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expectations, to meeting them as defined by the TAMAM rubric. Table 37 shows the knowledge

dimension growth of this competency.

Table 37

Knowledge dimension growth level — Professional collaboration

Knowledge Elements Expectations Level of Growth

Initial Current

Note. Knowledge dimension growth level — Professional collaboration
1. Team members understand that professional 2.19 2.97 Moderate
collaboration is productively working together

in joint efforts towards a common goal. Partially Meets

meets expectations
expectations

2. Team members understand the collective assets 1.39 2.92 Considerable
of the group (skills, attitudes, backgrounds and
expertise). Does not Meets .
meet expectations

expectations

Total Average for Dimension 1.79 2.95 Moderate

Partially Meets
meets expectations
expectations

During the focus group interview, TSLT members’ responses showed that they
understand that professional collaboration is manifested by productively working together
toward the school common goals and vision. They said in response to a request to explain what
professional collaboration means to them: “we are all one hand...our goal is one...we have a

common language that guides our work.”
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Skills. Initially, TSLT score of 1.85 showed that there was partial evidence of skills of the
“professional collaboration” competency. By 2019, the team scored 2.93 on the skills dimension
of the “professional collaboration” competency. They marked a moderate growth on the skills
elements; however, this growth moved them from partially meeting the project’s expectations to
meeting them, as defined by the TAMAM rubric. Table 38 shows the skills dimension growth of

this competency.

Table 38

Skills dimension growth level — Professional collaboration

Skills Elements Expectations Level of Growth

expectations

Initial Current
3. Team members develop a shared 1.44 2.97 Considerable
goal/vision.
Does not Meets
meet expectations

Team members collaborate to plan for 1.44 2.86 Considerable
action.

Does not Meets

meet expectations

expectations

Team members collectively make 2.19 2.94 Moderate
decisions. )
Partially Meets
meets expectations
expectations
Team members share resources and 2.08 2.92 Moderate
expertise. ]
Partially Meets
meets expectations
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7. Team members ask each other for the 2.92 2.97 No growth
help needed to achieve the team’s goals.
Meets Meets
expectations expectations
8. Team members respectfully and clearly 2.17 2.94 Moderate
communicate their thoughts about ]
educational practices. Partially Meets ]
meets expectations
expectations
9. Team members practice affirmative 2.14 2.94 Moderate
listening. ]
Partially Meets
meets expectations
expectations
10. Team members offer and accept apologies 1.42 2.93 Considerable
from each other without hesitation.
Does not Meets
meet expectations
expectations
11. Team members accommodate each 1.4 2.94 Considerable
other’s weaknesses, while accepting their
Does not Meets
own. .
meet expectations
expectations
12. Team members constructively manage 1.33 2.89 Considerable
inevitable conflicts.
Does not Meets
meet expectations

expectations

Total Average for Dimension

1.85
Partially
meets
expectations

2.93

Meets
expectations

Moderate
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During the focus group interview, there was clear evidence that the TSLT members were
operating as a team and that they have developed a collective goal and vision. They related
many practices that demonstrate that they have begun to acquire skills associated with
professional collaboration. In fact, they related that they now often ask each other’s for help and
clearly communicate their thoughts and educational practices. Some of the statements shared
were; “l always ask myself how can I help others...I share my expertise with others.” TSLT
members also related that they learnt in TAMAM to accommodate each other’s weaknesses and
to offer help to others with humility. During the focus group interview, TSLT members agreed
on the following statements: “we support each other’s weaknesses...we are humble with our
strengths; we share them with others...we learn from each other.” They also explained that for
them asking for help has become part of the learning process, especially when there is
acceptance of one’s own weaknesses as well as a willingness to accommodate others. During the
researcher observations of the team meetings, it became evident that the team members knew
each other’s strengths and that this served as a motivation to work on developing the points of
weakness. They were very comfortable in asking for help from those they perceive as having
expertise on a certain issue. In the last phases of the implementation of their project they often
called on the PST and on the TAMAM internal coach to ask them for help whenever necessary.
Moreover, TSLT members related that as a professional and collaborative team they now
collectively make decisions. Participant 12 said, “decisions are collectively made from the
cumulative rich expertise of our human resources.” Besides, according to the researcher field
observation, TSLT members collaborated to plan for action by asking each other for input and
building ideas according to that input. They exchanged information and point of views, each

based on his/her experience and professional background. Decisions were made collectively and
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each team member voice was part of that decision. Finally, based on the researcher field
observation and throughout the implementation of TAMAM improvement projects at the case

school, TSLT members used to share articles and resources to discuss together and learn from.

Attitudes. Initially, the TSLT score of 1.57 showed partial evidence of positive attitudes
toward the “professional collaboration” competency. By 2019, the team scored 2.96 on the
attitude elements of the “professional collaboration” competency. They marked a moderate
growth on the attitude elements; however, this growth moved them from partially meeting the
project’s expectations to meeting them, as defined by the TAMAM rubric. Table 39 shows the

attitudes dimension growth of this competency.

Table 39

Attitudes dimension growth level — Professional collaboration

Attitudes Elements Expectations Level of Growth
Initial Current
13. Team members value the contribution of 1.75 2.97 Moderate

all individuals regardless of their formal
position at the school and attend to new
ideas, especially those serving student
learning.

Partially Meets
meets expectations
expectations

14. Team members view collaboration as an 1.44 2.97 Considerable
added value while inquiring about

educational practices. Does not Meets

meet expectations
expectations

15. Team members value taking risks in 1.36 2.94 Considerable
offering feedback and assistance.
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Does not
meet
expectations

Meets
expectations

16. Team members are supportive of one
another’s strength.

1.33

Does not
meet
expectations

2.94

Meets
expectations

Considerable

17. Team members embrace diversity in
gender, ethnicity, political affiliation,
nationality and professional background.

1.39

Does not
meet
expectations

2.94

Meets
expectations

Considerable

18. Team members respect and abide by the 2.14 2.97 Moderate
ethical code of conduct agreed upon as a ]
team. Partially Meets .
meets expectations
expectations
Total Average for Dimension 1.57 2.96 Moderate
Partially Meets
meets expectations

expectations

Evidence from the interviews and diagnostic checklists as well as the researcher field

observation indicated that TSLT members value each other’s contributions and make positive

comments about each other’s point of view while discussing them. They attributed their success

to everyone’s efforts. During the focus group interview, they all agreed on statements made with

respect to valuing diversity and considering it an asset to the work of the team. They said,

“diversity is normal and we respect it...thank you TAMAM for the opportunity of learning from

others.” They obviously developed a positive stance towards diversity stating that it is a source

of learning and creativity: “if we are all the same we won’t be creative...each one learns from the
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other...each one of us has a certain learning and expertise that we wholeheartedly like to give to

others.”

Competency 9: participative leadership for continuous improvement. The initial TSLT
overall score on “participative leadership for continuous improvement” was 1.71 which qualified
them under partially meeting the project’s expectations for that competency. By 2019, they had
shown an overall moderate growth on the “participative leadership for continuous improvement”
marked by a moderate growth in knowledge, skills, and attitudes. The TSLT score of 2.75;
however, describes their performance which moved from partially meeting the projects
expectations to meeting them, as detailed by the TAMAM Master Rubric. Table 40 below shows

the overall growth level of participative leadership for continuous improvement competency.

Table 40

Participative leadership for continuous improvement overall growth level

Competency Expectations Level of Growth
Dimension
Initial Current
Knowledge 1.84 2.81 Moderate
Partially meets Meets expectations

expectations

Skills 1.59 2.73 Moderate

Partially meets Meets expectations
expectations

Attitudes 1.76 291 Moderate

Partially meets Meets expectations
expectations
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Total Competency 1.71 2.75 Moderate

Level of Performance  Partially meets Meets expectations
expectations

Knowledge. Initially, the TSLT score of 1.84 showed that there was partial evidence that
they conceived of effective leadership for continuous improvement is participative. They knew
that each one is a leader from his or her place and that leadership in the case school is not
restricted to one or few people with formal leadership positions. By 2019, the team scored 2.81
on the knowledge elements of the “participative leadership for continuous improvement”
competency. They marked a moderate growth on the knowledge elements; however, this growth
moved them from partially meeting the project’s expectations, to meeting them as defined by the

TAMAM rubric. Table 41 shows the knowledge dimension growth of this competency.

Table 41

Knowledge dimension growth level — Participative leadership for continuous improvement

Knowledge Elements Expectations Level of Growth

Initial Current

1. Team members understand that effective 2 2.97 Moderate
leadership for continuous improvement is

participative. Partially Meets

meets expectations
expectations

2. Team members understand that on-going  1.44 2.22 Considerable
learning is a central aspect of leadership. ]
Does not Partially
meet meets

expectations expectations
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3. Team members understand the various
sources of power not necessarily
associated with one’s formal position.

2.13

Partially
meets
expectations

2.92

Meets
expectations

Moderate

4. Team members are aware that the
expertise they hold in a certain area is a
source of power for change.

1.44

Does not
meet
expectations

2.97

Meets
expectations

Considerable

5. Team members understand that they have  2.17 2.97 Moderate

the right, capability and responsibility to ]

lead Partially Meets
meets expectations
expectations

Total Average for Dimension 1.84 2.81 Moderate
Partially Meets
meets expectations

expectations

During the focus group interview, when asked to share their understanding of leadership

in the context of schools, TSLT members were able to provide a more elaborate understanding of

leadership that encompasses additional elements as specified by the TAMAM Rubric. Namely

they all agreed on the following statements: “the leader is the one who makes leaders...who

listens and respect others’ opinions and views.” They elaborated that in TAMAM, “we are being

trained to become leaders and in turn build leadership skills in our department members to create

teachers as new leaders for change.” During the individual interviews, TSLT members (whether

they are in an administrative position or not) considered that their participation in TAMAM

developed their belief that they are agents of change in their educational institution. They

consistently made verbal statements that power is not only associated with one’s formal position
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and their participation in TAMAM increased their motive and responsibility to lead and adopt
any change initiative in the case school. Participant 3 stated that TAMAM moved her out from
her small teaching and coordination roles into leadership roles with the right, capability, and

responsibility to lead change initiatives at the case school.

Skills. Initially, TSLT score of 1.59 showed that there was partial evidence that they
possessed or practice skills for the “participative leadership for continuous improvement”
competency. By 2019, they scored 2.73 on the skills elements of the “participative leadership for
continuous improvement” competency. They marked a moderate growth on the skills elements;
however, this growth moved them from partially meeting the project’s expectations to meeting
them, as defined by the TAMAM rubric. Table 42 shows the skills dimension growth of this

competency.

Table 42

Skills dimension growth level — Participative leadership for continuous improvement

Skill Elements Expectations Level of Growth
Initial Current
1. Team members identify and acknowledge 1.35 2.13 Moderate
obstacles hindering their continuous )
improvement and proactively address Does not Partially
meet meets
them. ) )
expectations expectations
2. Team members display creativity 1.33 2.8 Considerable
(thinking outside the box) and
innovativeness to solve their problems. Does not Meets )
meet expectations

expectations
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3. Team members build collective power
from own expertise.

2.11

Partially
meets
expectations

2.92

Meets
expectations

Moderate

4. Team members resolutely pursue the
development and creation of knowledge
targeted towards improvement.

1.42

Does not
meet
expectations

2.94

Meets
expectations

Considerable

5. Team members demonstrate persistence 1.74 2.88 Moderate

and take risks. )
Partially Meets
meets expectations
expectations

Total Average for Dimension 1.59 2.73 Moderate
Partially Meets
meets expectations

expectations

The TSLT member statements in the focus group and individual interviews and observed

practices provided evidence of their acquired skills in practicing the participative leadership

competency. During TSLT individual interviews, all members agreed that their participation in

TAMAM increased their resilience to face and overcome challenges and obstacles throughout

the process of school-based improvement. However, there is still limited evidence that they

proactively address them and display creativity and innovativeness to solve their problems.

Moreover, during their individual interviews, TSLT members indicated that they are empowered

to lead change without imposition from any authority figure. They consistently made verbal

statements that power is not only associated with one’s formal position and their participation in

TAMAM increased their motive and responsibility to lead and adopt any change initiative in the
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case school. Participant 5 said, “I see myself as an integral part of change in the school. | am
from those who proudly hold the flag of change in the school.” Participant 11 declared that the
learning she acquired in TAMAM gave her confidence in her role for leading change at the case

school.

Attitudes. Initially, the TSLT score of 1.76 showed partial evidence of positive attitudes
as reflected in the “participative leadership for continuous improvement” competency. By 2019,
the team scored 2.91 on the attitude elements of the “participative leadership for continuous
improvement” competency. The team marked a moderate growth on the attitude elements;
however, this growth moved them from partially meeting the project’s expectations to meeting
them as defined by the TAMAM rubric. Table 43 shows the attitudes dimension growth of this

competency.

Table 43

Attitudes dimension growth level — Participative leadership for continuous improvement

Attitudes Elements Expectations Level of Growth

Initial Current

6. Team members are willing to take 1.33 2.92 Considerable
initiative to identify imminent needs and
set priorities. Does not Meets .
meet expectations

expectations

7. Team members share responsibility for 141 2.93 Considerable
decisions and accountability for outcomes.
Does not Meets
meet expectations

expectations

8. Team members believe that change is 2.19 2.94 Moderate
within their collective powers (agents of
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change, individuals who lead change Partially Meets
within the school). meets expectations
expectations

14. Team members lead by example by 2.14 2.86 Moderate
modeling the TAMAM values that are Partially
necessary for continuous improvement. meets Meets

expectations expectations

Total Average for Dimension 1.76 291 Moderate

Partially Meets
meets expectations
expectations

The TSLT member statements in the focus group and individual interviews and observed
practices provide evidence of their positive attitude towards practicing the participative
leadership competency. Their responses reflected that they agree about the importance of taking
initiatives to identify imminent needs. They also provided evidence of their belief that they are
agents of change. During their individual interviews, they consistently made verbal statements
that power is not only associated with one’s formal position and that their participation in
TAMAM increased their motive and responsibility to lead and adopt any change initiative in the
case school. Several TSLT members reported that because of TAMAM they now believe that
change is within their collective power and that they have the authority needed to make some
decisions without solely depending on their superiors. Participant 3 said that decisions were more
centralized and unilateral at their school and that they never possessed the will to defy that norm.
Now, participants agree that “together our voice is important in the process of making decisions

at the school.”
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Competency 10: mentoring approach. The initial TSLT overall score on “mentoring
approach” competency was 1.5 which qualified them under not meeting the project’s
expectations for that competency. By 2019, they had shown considerable overall growth in the
“mentoring approach” marked by moderate growth in knowledge and attitudes and considerable
growth in skills. The TSLT score of 2.83 describes their performance which moved from not
meeting the project’s expectations to meeting them, as detailed by the TAMAM Master Rubric.

Table 44 below shows the overall growth level of the mentoring approach competency.

Table 44

Mentoring approach overall growth level

Competency Expectations Level of Growth
Dimension

Initial Current

Note. Mentoring approach overall growth level
Knowledge 2.22 2.97 Moderate

Partially meets Meets expectations
expectations

Skills 1.47 281 Considerable

Does not meet Meets expectations
expectations

Attitudes 1.67 2.58 Moderate

Partially meets Meets expectations
expectations

Total Competency 1.5 2.83 Considerable

Level of Performance  Does not meet Meets expectations
expectations
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Knowledge. Initially, the TSLT score of 2.22 showed that there was evidence that they
partially understood mentoring approach as aligned with the definition adopted by TAMAM. By
2019, the team scored 2.97 on the knowledge element of the “mentoring approach” competency.
They marked a moderate growth on the knowledge element; however, this growth moved them
from partially meeting the project’s expectations, to meeting them as defined by the TAMAM

rubric. Table 45 shows the knowledge dimension growth of this competency.

Table 45

Knowledge dimension growth level — Mentoring approach

Knowledge Elements Expectations Level of Growth
Initial Current
1. Team members understand that mentoring  2.22 2.97 Moderate

is helping people progress in their
profession to reach their full potential
through a relationship of trust and respect.

Partially Meets
meets expectations
expectations

Total Average for Dimension 2.22 2.97 Moderate

Partially Meets
meets expectations
expectations

During the focus group interview, the TSLT members made statements that clearly
articulate mentoring and its definition in their daily language. They agreed on the following
statements: “mentoring is helping people progress in their profession by sharing knowledge and
experiences... mentoring is moving with mentees step by step towards the desired

expectations...mentoring is a continuous follow up with mentees in their professional
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development journey.” They also stated the importance of accompanying mentees through the

mentoring journey and providing the necessary support for them.

Skills. Initially, the TSLT scored 1.44 on the skills elements, not meeting the project’s
expectations for this competency. In 2019, the team scored 2.78 on the skills elements, meeting
the project’s expectations for this competency. This shows that there was considerable growth in
the overall skills needed for the mentorship approach which moved the team from not meeting
the project’s expectations to meeting them, as delineated by the TAMAM rubric. Table 46 shows

the skills dimension growth of this competency.

Table 46

Skills dimension growth level — Mentoring approach

Skills Elements Expectations Level of Growth
Initial Current
2. Mentors practice effective listening to 1.44 291 Considerable

mentees’ ideas, goals, and aspirations and

motivate and guide them to put these ideas Does not Meets )
into action. meet . expectations
expectations
3. Mentors walk alongside mentees 1.42 2.92
continuously interacting with them.
Does not Meets
meet expectations

expectations

4. Mentors seek to understand the mentee’s  1.86 2.89 Moderate
perspectives and encourage them to share ]
their Views Partially Meets

meets expectations
expectations
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5. Mentors ask mentees clarifying questions  1.31 2 Considerable
with the purpose of understanding the ]
mentee’s needs or the situation he/she is Does not Partially
going through. meet ) meets )
expectations expectations
6. Mentors challenge their mentees by 1.36 2.81 Considerable
providing constructive critique during
evaluation and while providing feedback. Does not Meets )
meet expectations
expectations
7. Mentors challenge mentees by setting 1.36 2.83 Considerable
high expectations and continuously raising
the bar for them. Does not Meets )
meet expectations
expectations
8. Mentors provide mentees with necessary ~ 1.42 2.89 Considerable
support and relevant resources to help
them meet the set high expectations. Does not Meets )
meet expectations
expectations
9. Mentors build a relationship of trust with ~ 1.47 2.86 Considerable
mentees based on respect of each other’s
expertise, autonomy, and commitment. Does not Meets ]
meet expectations
expectations
10. Mentors take time to understand mentees” 1.31 2.89 Considerable
personality and professional capabilities
and guide them accordingly. Does not Meets ]
meet expectations

expectations

Total Average for Dimension

1.47

Does not
meet
expectations

2.81

Meets
expectations

Considerable
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The TAMAM improvement initiative in the case school was “improving the formative
evaluation between instructional supervisors and teachers.” Accordingly, it required the team
members, all subject matter coordinators, to tackle and implement this competency as part of
their supervisory role at the school. Based on the researcher field observation, the TSLT engaged
in many learning experiences throughout the project that targeted developing this competency.
They consulted experts and relevant literature about clinical and developmental supervision in
which mentorship concepts are integral. TSLT learning about the latter was reflected during the
focus group and individual interviews as well as the researcher field observation in the case
school. The team made statements that reflected the practice of mentoring approach as a
continuous interaction with mentees through affirmative listening, effective questioning and
providing the necessary support and resources. Participant 6 said, “I listen to the teacher
challenges and help her figure out how to overcome these challenges.” The team also made
statements about challenging their mentees and building a professional relationship of trust and
respect. They described that they now provide constructive criticism for teachers, critical
evaluation and feedback, and set high expectations and continuously raise the bar for them each
based on personality, capabilities, and years of experience. During the focus group interview,
they agreed on the following statements: “we work with teachers step by step...we hold their
hands and move them forward with the necessary coaching for them to reach the desired
expectations”. TSLT also made statements about motivating and supporting mentees but also
holding them accountable and responsible based on clearly stated expectations and goals. They
said: “we totally support them; but if they do not show any learning or progress, we hold them

accountable.”
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Attitudes. Initially, TSLT scored 1.67 on the attitude elements, partially meeting the
project’s expectations. They did not show evidence that they viewed conflict and disagreement
as opportunities for understanding. They did, however; make passionate and inspiring statements
about their beliefs and showed commitment to the school community, hence reflecting their
belief in the importance of acting as role models. By 2019, the team scored 2.58 on the attitude
elements of the mentoring approach competency. They marked a moderate growth on the attitude
elements; however, this growth moved them from partially meeting the project’s expectations to
meeting them, as defined by the TAMAM rubric. Table 47 shows the attitudes dimension growth

of this competency.

Table 47

Attitudes dimension growth level — Mentoring approach

Attitudes Elements Expectations Level of Growth
Initial Current
11. Mentors view acting as a role model a key 1.94 2.97 Moderate
dimension of the mentoring process. )
Partially Meets
meets expectations

expectations

12. Mentors and mentees view conflict and 1.39 2.19 Moderate
disagreement as opportunities for ]
understanding and professional growth. Does not Partially
meet meets

expectations expectations

Total Average for Dimension 1.67Partially 2.58 Moderate
meets

expectations Meets

expectations
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The evidence collected from the field observation and the focus group interview revealed
that TSLT members agreed that being a mentor necessitates acting as a role model to the
mentees. For example, participant 7 declared, “the coach is a role model and a real success story
to mentees.” They also viewed conflict and disagreement as opportunities for understanding and
professional growth. Participant 7 added, “when members possess the same desired goals, they
make use of conflicts and diversity of views to reach the best suggestions and solutions.”
Participant 5 also said, “conflicts and diversity of views are normal and expected whenever
facing change. This is considered a challenging experience for the coach that he or she can learn

from.”

Competency 11: job-embedded experiential learning. The initial TSLT overall score on
the “job-embedded experiential learning” competency was 1.62 which qualified them under
partially meeting the project’s expectations for that competency. By 2019, they had shown an
overall moderate growth on the “job-embedded experiential learning” marked by a moderate
growth in knowledge and skills and no growth in attitudes. The TSLT overall score of 2.03;
however, describes their performance which moved from not meeting the project’s expectations
to partially meeting them as detailed by the TAMAM Master Rubric. Table 48 below shows the

overall growth level of the job-embedded experiential learning competency.

Table 48

Job-embedded experiential learning overall growth level

Competency Expectations Level of Growth
Dimension

Initial Current
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Knowledge 1.62 2.56 Moderate
Partially meets Meets expectations
expectations

Skills 1.32 1.87 Moderate
Does not meet Partially meets
expectations expectations

Attitudes 1.69 2.15 No growth
Partially meets Partially meets
expectations expectations

Total Competency 1.44 2.03 Moderate

Level of Performance

Does not meet
expectations

Partially meets
expectations

Knowledge. Initially, the TSLT knowledge score of 1.62 showed that members have a

partial understanding of experiential learning. By 2019, the team scored 2.56 on the knowledge

elements of the “job-embedded experiential learning” competency. They marked a moderate

growth on the knowledge elements; however, this growth moved them from partially meeting the

project’s expectations to meeting them, as defined by the TAMAM rubric. Table 49 shows the

knowledge dimension growth of this competency.

Table 49

Knowledge dimension growth level — Job-embedded experiential learning

Knowledge Elements

Expectations

Initial

Current

Level of Growth
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1. Team members understand that

experiential learning exists when they
cognitively, affectively and behaviorally
(1) notice a certain experience, (2) reflect
on it, (3) interpret /generalize it, and (4)
apply/test it.

2.17

Partially
meets
expectations

2.94

Meets
expectations

Moderate

Team members understand that the
interaction of experience and ongoing
reflection is one of the most
encompassing, clarifying and relevant
approaches to learning.

1.36

Does not
meet
expectations

2.94

Meets
expectations

Considerable

Team members understand that 1.32 1.8 Moderate
experiential learning represents an ]
ongoing repeating cycle and that they can Does not Partially
join it at any stage. meet ] meets ]
expectations expectations
Total Average for Dimension 1.62 2.56 Moderate
Partially Meets
meets expectations

expectations

During the focus group interview, TSLT members were able to define experiential

learning as learning that is closely related/ connected to practice and resulting from it. They
made statements indicative of this understanding: “I have to dig into my experience and learn
from it...I have to evaluate its success or failure and the reasons behind failure.” Participant 3
said: “I have to reflect on my experience and that of others and learn from them.” However, all
team members failed to state that experiential learning represented a repeating cycle and a

strategy used to design professional development activities.
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Skills. Initially, TSLT did not show evidence of any type of skills of the experiential
learning competency. By November 2019, the team scored 1.87 on the skills elements of the
experiential learning competency. They marked a moderate growth on the skills elements;
however, this growth moved them from not meeting the project’s expectations to partially
meeting them, as defined by the TAMAM rubric. Table 50 shows the skills dimension growth of

this competency.

Table 50

Skills dimension growth level — Job-embedded experiential learning

Skills Elements Expectations Level of Growth
Initial Current
4. Team members design activities/interventions 1.31 2.03 Moderate
that bring awareness to a certain experience, )
allow them to reflect on it, interpret it and Does not Partially
meet meets

then apply their new understanding. _ _
expectations expectations

5. Team members design activities/interventions 1.32 1.69 Moderate
that allow team members to notice various
new educational experiences and explore their
reactions to them.

Does not Partially
meet meets
expectations expectations

6. Team member(s) design actions/interventions 1.31 2.39 Moderate
that allow them to provide opportunities to ]
actively engage in continuous reflective Does not Partially
meet meets

exchanges and to re-examine their own goals

and objectives expectations expectations

7. Team members engage in a sense-making 1.31 1.97 Moderate
process of their active engagement with the
environment.
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Does not Partially
meet meets
expectations expectations

8. Team members design actions/interventions 1.33 1.25 No

that allow the application of new learning in growth
their practice. Does not Does not

meet meet
expectations expectations

Total Average for Dimension 1.32 1.87 Moderate
Does not Partially
meet meets

expectations expectations

Based on the focus group interview and the researcher field observation, TSLT members
showed evidence that as a result to their participation in TAMAM, they now engage in designing
together with their teachers’ professional development plans which identify teachers’ needs with
clear activities and criteria of evaluation. They reported that they periodically follow up on these
plans with teachers. Additionally, TSLT members reported that they now discuss experiences
with teachers and engage them in reflective exchanges to re-examine their own goals and
objectives. Some members asked their teachers to write reflection papers as reflective stations in
their professional development journey. During the focus group interview, TSLT members
agreed on the following statements: “we set individual professional development plans for our
teachers...we design it based on teachers’ needs...we set criteria of success and monitoring stops
to follow up on teachers’ progress.” On the other hand, these practices were not consistent and
not performed following clearly articulated set of procedures. Rather, they were still sporadic,
and based on personal initiatives from some TSLT members. Most members seemed to be

practicing this aspect of the competency as part of their instructional supervision role, rather than
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as result of an understanding of this competency as an enabler for leading change. TSLT failed
to show evidence that they purposefully designed professional development activities to allow
teachers to go through the experiential learning cycle, and to apply the experiential learning

approach to new professional learning experiences.

Attitudes. Initially, TSLT showed 1.69 score that reflects evidence of limited positive
attitudes toward the job-embedded experiential learning competency. By 2019, they scored 2.15
on the attitude elements of the job-embedded experiential learning competency. Thus, they
marked no growth in the attitude elements which kept them partially meeting the project’s
expectations, as defined by the TAMAM rubric. Table 51 shows the attitudes dimension growth

of this competency.

Table 51

Attitudes dimension growth level — Job-embedded experiential learning

Attitudes Elements Expectations Level of Growth
Initial Current
9. Team members believe that learning is 2.03 2.86 Moderate

enhanced when people discover things for

themselves, through their personal Partially Meets

meets expectations

engagement. _
expectations
10. Team members value experiential learning 1.36 1.44 No
cycle as an effective way for adults to learn growth
and create meaning from direct experience. Does not Does not
meet meet

expectations expectations

Total Average for Dimension 1.69 2.15 No
growth
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Partially Partially
meets meets
expectations expectations

Based on the focus group interview and the researcher field observation, TSLT members
made some statements that show that they valued experiential learning as a way to learn and
create meaning from direct experience. Their statements reflected that they valued having their
professional learning activities in TAMAM framed around real experiences and reported their
conviction that this framing allowed learning and offered them the opportunity to reflect on that
learning. Participant 7 said, explaining how she learns best: “I need to live the experience and
try; It might work or not but I need to learn from this experience.” However, TSLT members still
fail to conceive of experiential learning as a comprehensive approach to designing more effective
professional development activities. Their responses failed to show that they view experiential
learning as a repeating cycle with initially and purposefully designed professional development
activities that allow them and their teachers to go through and reflect on in a sense-making

process of active engagement with the environment.

Summary of results. After completing the first cycle of the TAMAM improvement
journey, TSLT members in the case school achieved considerable overall growth in all
dimensions of the eleven TAMAM competencies. As apparent in Table 6 shown before, they met
the project’s expectations in all competencies except for one competency that partially met the
project’s expectations as detailed by the TAMAM Master Rubric. The ten TAMAM
competencies met by TSLT members were reflective dialogue and practice, inquiry, evidence-

based decisions, decisions and actions driven by needs, deprivatization of practice, systematic
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documented practice, evolving design planning, professional collaboration, participative
leadership for continuous improvement, and mentoring approach. The last competency which is
the job-embedded experiential learning was the only competency that was partially met as

delineated by TAMAM Master Rubric.

Besides, as apparent in Table 7 shown before, TSLT members of the case school showed
considerable overall growth in five competencies, inquiry, evidence-based decisions, systematic
documented practice, evolving design planning, and mentoring approach. They also showed an
overall moderate growth in the other six competencies, reflective dialogue and practice,
decisions and actions driven by needs, deprivatization of practice, professional collaboration,

participative leadership for continuous improvement, and job-embedded experiential learning.

Moreover, based on Table 6, the performance of the TSLT members on the competencies
under each dimension categorized as knowledge, skills, and attitudes are summed in numbers in

Table 52 below.

Table 52

Levels of TSLT performance per dimension of the 11 competencies

Competencies/ Meet Partially Meet Do Not meet
] ] Expectations Expectations Expectations

Dimensions

Knowledge 10 1 0

Skills 9 2 0

Attitudes 10 1 0
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Based on Table 7, the level of growth of the TSLT members achieved in each dimension

of the eleven competencies are presented in Table 53 below.

Table 53

Levels of growth per dimension of the 11 competencies

Competencies/ Considerable Moderate No growth
Dimensions

Knowledge 3 7 1
Skills 4 7 0
Attitudes 5 4 2

As apparent in Table 52, TSLT members showed that at the conclusion of the first
learning cycle of the TAMAM school improvement journey, they met the project expectations in
the knowledge dimension for ten competencies, evidence-based decisions, decisions and actions
driven by needs, deprivatization of practice, systematic documented practice, evolving design
planning, professional collaboration, participative leadership for continuous improvement,
mentoring approach, and job-embedded experiential learning. TSLT members partially met the
project expectations in the knowledge dimension for one competency which was reflective
dialogue and practice. Additionally, as apparent in Table 53, TSLT members of the case school
showed considerable overall growth in knowledge dimension of three competencies, inquiry,
evidence-based decisions, and evolving design planning. They also showed an overall moderate
growth in knowledge dimension of seven competencies, decisions and actions driven by needs,

deprivatization of practice, systematic documented practice, professional collaboration,
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participative leadership for continuous improvement, mentoring approach and job-embedded
experiential learning. While, TSLT members had no growth in knowledge dimension of one

competency which is reflective dialogue and practice.

Moving to TSLT members’ performance at the skills dimension of TAMAM
competencies and as shown in Table 52, they met the project expectations in the skills dimension
for nine competencies, reflective dialogue and practice, inquiry, evidence-based decisions,
decisions and actions driven by needs, deprivatization of practice, evolving design planning,
professional collaboration, participative leadership for continuous improvement, and mentoring
approach. TSLT members partially met the project expectations in the skills dimension for the

rest two competencies, systematic documented practice and job-embedded experiential learning.

Moreover, as apparent in Table 53, TSLT members of the case school showed
considerable overall growth in skills dimension of four competencies, inquiry, evidence-based
decisions, evolving design planning, and mentoring approach. They also showed an overall
moderate growth in skills dimension of the rest seven competencies, reflective dialogue and
practice, decisions and actions driven by needs, deprivatization of practice, systematic
documented practice, professional collaboration, participative leadership for continuous

improvement, and job-embedded experiential learning.

Finally, as shown in Table 52, TSLT members met the project expectations in the
attitudes dimension for ten competences, reflective dialogue and practice, inquiry, evidence-
based decisions, decisions and actions driven by needs, deprivatization of practice, systematic
documented practice, evolving design planning, professional collaboration, participative

leadership for continuous improvement, and mentoring approach. TSLT members partially met
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the project expectations in the attitudes dimension for one competency which was job-embedded
experiential learning. Besides, as apparent in Table 53, TSLT members of the case school
showed considerable overall growth in attitudes dimeson of five competencies, inquiry,
evidence-based decisions, decisions and actions driven by needs, deprivatization of practice, and
evolving design planning. They also showed an overall moderate growth in attitudes dimension
of four competencies, systematic documented practice, professional collaboration, participative
leadership for continuous improvement, and mentoring approach. However, TSLT members had
no growth in attitudes dimension of two competencies, reflective dialogue and practice as well as

job-embedded experiential learning.

Acquisition of the TAMAM Improvement Journey

TAMAM professional development activities are designed around offering participants a
job-embedded set of learning experiences that are framed around the process of initiating,
implementing, evaluating and instituting a school-based improvement initiative. This process is
named in TAMAM: the TAMAM school improvement journey. The journey outlines a cyclical
process with nine stations with detailed steps that guide the learners on how to initiate, plan,
implement, monitor and evaluate an innovative improvement initiative based at the school level

(see figure 2 shown before) (Karami-Akkary et al., 2012).

The TAMAM improvement journey rubric was used to examine the professional learning
of TSLT in terms of the level of application and acquisition of the skills needed to complete each

of the stations on this journey (see appendix D).

The school’s TAMAM improvement projects. The case school joined the TAMAM

project in year 2013-2014 and volunteered to implement the first pilot of the newly designed,
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capacity building program. As such it became the first school which completed all the steps and
activities of the newly refined TAMAM capacity building program. Upon launching the
TAMAM project at the case school in 2013-2014, the school administration recommended
instructional supervision as an area of concern that needs improvement and the principal selected
a number of teachers with assigned coordination responsibilities to serve as the TAMAM school
lead team (TSLT1) (participants 3, 4, 5, 6, 7, 8, 9, and 10). This team completed one full cycle
of TAMAM’s school improvement journey covering all its stations of need identification, goal
setting, designing and planning, implementation, monitoring, and evaluation in 2017- 2018.
Also, in that same year, the school administration decided to continue its involvement in the
TAMAM project and began to expand its activities to include new teams formed that represent
both the school’s administrative and academic levels and departments. As a result, a new
TAMAM improvement initiative was introduced with an improvement goal of reinforcing
students’ values acquisition through a character building program which emphasizes
responsibility, respect, and open-mindedness values. It is led by administrative members
(participants 9, 10, 11, 12) (TSLT 2) with participant 4 playing the role of the internal coach for
this team. The improvement journey of the newly formed team is still in progress and not fully
completed yet. The team leading this improvement initiative is currently revising the plan and

setting monitoring plan for implementation.

TSLT acquisition of the TAMAM improvement journey stations. The section below
reports the results on the acquisition of the skills needed to complete each station of the
TAMAM improvement journey as identified for the members of TAMAM school lead teams

formed for the two improvement projects mentioned above.
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Identify the need station. Based on the focus group interview and the researcher field
observation and documentation, there was clear evidence that all TSLT members exceeded the
expectations in this station as defined by TAMAM journey rubric. TSLT members demonstrated
the skills for identifying an improvement need, based on evidence and agreement among school
community that was related to student’s learning. In the first improvement initiative which was
about instructional supervision, TSLT members conducted focus groups for all teachers to
request about their concerns about the case school subject matter coordination process. They
followed the focus groups done with teachers with another one with coordinators to check the
validity of results. They also read articles about action research and supervision. In line with the
guidelines of the TAMAM improvement journey, the improvement goal for the case school in
relation to supervision was then identified as improving the formative evaluation process
between the coordinator and the teacher (i.e. the daily interactive professional relationship
between both parties) (see appendix K for a sample of the initial plan report). Similarly, with
students’ character building improvement initiative, TSLT members distributed questionnaires to
inquire about teachers’ insights about the school character building program and their concerns
about some students’ behaviors and manners. They followed the questionnaires with focus
groups with teachers and students for further inquiry and authenticity of results. The
improvement goal for the case school in relation to character building was then identified which
was reinforcing students’ values acquisition through a character building program which
emphasizes responsibility, respect, and open-mindedness values. Both improvement needs were
aligned with the school’s vision and the school strategic improvement direction. TSLT identified
the improvement needs listing their manifestations, causes, and related factors and documented

them following an initial plan template prepared by PST.
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Identify the improvement goals station. Based on the focus group interview and the
researcher field observation and documentation of TSLT initial plan reports, there was clear
evidence that all TSLT members exceeded the expectations in this station as defined by
TAMAM journey rubric. TSLT members envisioned the ideal future scenario reflecting

exemplary professional practices in both improvement initiatives that they were leading.

In the first improvement initiative which is about instructional supervision, TSLT
members distributed questionnaires for coordinators to collect their supervisory success stories in
relation to formative evaluation and their insights about the ideal practices of the latter. The ideal
scenario was shaped by TSLT members from these success stories, solutions of teachers’
concerns revealed in the focus groups, and the international literature about supervision. Then,
TSLT members identified all of the improvement goals required to reach the ideal scenario. They
also prioritized and selected the goals aligned with the educational institution vision and secured
commitment of the school community. The two main improvement goals for this initiative were,
building coordinators capacity as academic references in planning for subject materials, active
learning techniques in classrooms, higher order thinking for developing students’ cognitive
skills, and as mentors and coaches who support and challenge teachers to learn and grow
professionally. Hence, improvement of student learning was among the goals (see appendix K
for a sample of the initial plan report). Finally, TSLT members have envisioned strategic
directions for the school. They prepared handbooks with guidelines for teachers on how to
implement Understanding by Design (lesson planning method), cooperative learning, as well as a
handbook that includes guidelines on the functions and approaches of developmental supervision

in the case school that includes its assumptions, roles, and tasks of academic coordinators/
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supervisors. They also prepared teacher and coordinator profiles framing the strategic directions

for the school and the standards used for effective teaching and coordination.

Same is the case with students’ character building improvement initiative, where TSLT
members shaped the ideal scenario from solutions of teachers’ concerns revealed in the focus
groups, existing school character building program documents about the case school students’
desired values and their elements, and TAMAM student profile. They established a new
comprehensive student profile for the case school as well as a professional student evaluation
rubric that included both desired academic and behavioral characteristics of the case school
student and framed the strategic directions for the school. Then, TSLT members identified all of
the improvement goals required to reach this ideal scenario (student profile here). As a result,
both improvement initiatives are within TAMAM strategic framework and criteria for an
effective school because both contributed in envisioning the strategic directions for the case

school.

Design the innovative intervention station. Based on the researcher field observation and
documentation, there is clear evidence that TSLT members exceeded the expectations in this

station as defined by TAMAM journey rubric.

TSLT members had set the improvement objectives in both projects specifying in details
the expected outcomes of the improvement project. They had strategically set the improvement
objectives that were aligned with the improvement goals and part of the long-term strategic
improvement plan of the educational institution to address its needs. The improvement objectives
were based on the data/outcomes that were collected to identify the improvement need and

address most of its aspects.
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Based on the researcher field observation and documentation, the design of the first
improvement initiative which was about improving instructional supervision was more
developed and offered evidence of the team acquired skills related to completing the
improvement journey. The operational objectives were specific, detailed, and supported by
evidence, and were formulated in a way that reflected how the improvement objectives were
fulfilled. The activities were clear, detailed, authentic, and can be used to fulfill the operational
objectives. The resources needed for the activities were relevant, creative, and authentic to carry
on with the procedures. The timeline proposed for the project to implement the activities was met
in relation to the objectives and outcomes since it was well planned, detailed, and included the

scope and sequence for the activities (see appendix K for a sample of the initial plan report).

Similarly, and based on the researcher field observation and documentation, with the
second improvement initiative which was about student character building, the operational
objectives were formulated correctly, justified for the improvement objectives, and aligned with
the improvement goals. The activities aligned with the operational objectives. Most of the
resources for the activities were relevant and were needed to carry on with the procedures. The
planned timeline is not yet set. While this is still in progress, the TSLT members are aware of the
need to complete its dimensions and to modify and revise the plan based on the anticipated

challenges.

Prepare the monitoring plan. Based on the researcher field observation and
documentation, there was clear evidence that TSLT members exceeded the expectations in this
station as defined by TAMAM journey rubric. There was evidence that the monitoring plan of
the improvement initiative which was about instructional supervision was well developed and
established. The criteria and indicators of success were set to monitor and evaluate all of the
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improvement and operational objectives. TSLT members determined all sources of data and
tools to collect the baseline data. They also determined and practiced monitoring stops with their
dates and frequencies. The monitoring plan included detailed indicators of success for the
improvement and operational objectives. It also determined the sources for data collection during

monitoring (see appendix K for a sample of the initial plan report).

Plan for leading the implementation station. Based on the researcher field observation
and the team documentation of their initial plan, there was clear evidence that TSLT members’
skills exceeded the expectations in this station as defined by TAMAM journey rubric. The team
reflected on the design of the improvement initiative and identified anticipated challenges that
could emerge when the plan is implemented; taking into consideration the ones that can be
solved and the ones out of the team’s control. They examined these challenges under four
organizational dimensions: structural, human relations, political and symbolic (see appendix K

for a sample of the initial plan report).

The lead team modified the design of the innovative intervention based on the emerging
challenges and the data collected in the previous stages to ensure a smooth implementation. They
related during the focus group interview that they frequently monitored their implementation and
revised the effectiveness of their strategies and refined them, based on the results of the
monitoring stops and the emerging needs of their project. Also, TSLT explained that they are
now able to identify aspects of the design of their innovative intervention and improvement plans
that needs revision and constituted barriers to reaching the objectives. They also explained that
they are now able to make decisions regarding the revisions needed during the implementation

based on the nature of the identified challenges and their ability to address them.
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Moreover, the initial plan document is another criterion for this station as required by
TAMAM rubric for stations. The initial plan document included all the required stations of the
journey with detailed explanation and appendixes regarding the tools for data collection and
other resources. The document also reflected an understanding of the improvement journey with

proper documentation (see appendix K for a sample of it).

Implement and monitor station. Based on the researcher field observation and
documentation, there was clear evidence that TSLT members exceeded the expectations in this
station as defined by TAMAM journey rubric. The team implementation was always
accompanied with monitoring. For example, at the end of year 2015-2016, focus groups with all
teachers were conducted by TSLT members to monitor the plan progress and evaluate the
improvement that took place in coordination process due to TAMAM intervention. In 2016-
2017, a monitoring stop was done by TSLT members in which evaluation papers for teachers and
coordinators were filled; qualitative and quantitative data were collected to monitor the
implementation plan progress. Finally, in 2017-2018, individual interviews were conducted with
a sample of new and old teachers from all departments to monitor coordinators’ work. In all
monitoring stations, all data generated, whether positive or negative was shared and analyzed to
reach and derive future steps and modify and revise plans accordingly. For example, after the
focus groups with teachers in 2015-2016, teachers reported major positive change and progress
in their relationship with coordinators. Here, TSLT members revised their plan and changed its
criteria of success from 60% of coordinators acquire clinical and developmental supervision
skills to 100% for year 2016-2017. The focus groups with teachers also conveyed that they were

having struggles with the newly adopted lesson planning model “understanding by design”
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(UbD). This was a challenge to TSLT members to revise their plan and add more training on

UbD for themselves and their teachers.

The initial plan was modified based on all the data collected and a well-planned and
detailed document was written that included all the modifications and changes that took place

throughout the implementation of the improvement project.

Evaluation plan station. Based on the researcher data and observation, TSLT members
met TAMAM expectations in this station as defined by TAMAM journey rubric. Team members
used questions to evaluate both the process and the impact of their improvement initiative. They
selected criteria from their monitoring plans to evaluate both the process and impact of the
improvement initiative. TSLT members considered that the data collected from the above
mentioned monitoring stops and the tools and procedures already used to collect and analyze this

data provide sufficient data for evaluation. They did not find a need for extra sources of data.

Evaluation station. Based on the researcher field observation and documentation, there
was clear evidence that TSLT members exceeded the expectations in this station as defined by
TAMAM journey rubric. During the evaluation station, team members examined all the
indicators and criteria they selected for evaluation to write a detailed and clear documentation of
their evaluation procedure. At the conclusion of the evaluation, team members documented their
evaluation using a final report template prepared by the PST that helped them compile all above
mentioned stations of the TAMAM journey. This final report documented the experiences TSLT
members went through at all stations of the TAMAM journey using sequential narration to
describe where and how it started, how it was implemented, and how it was monitored and

evaluated. It used clear language, gave practical recommendations, presented clear steps, and
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provided enough details for an outside reader describing TSLT experience in TAMAM and the
institutional context. This final report is posted on TAMAM project official website at the

following link, http://tamamproject.org/wp-content/uploads/2015/10/L1S-Final-Report.pdf

Decision-making station. Based on all available data (interviews with TSLT members,
principal, PST, as well as researcher documentation and observation) there was ample evidence
that all TSLT members exceeded the expectations in this station as defined by TAMAM journey
rubric. Decision-making took place at the case school to determine administrative tasks and to
disseminate/share the results with others. Both TAMAM improvement initiatives at the case
school (instructional supervision and student profile) became institutionalized and their
generated templates and documents are now available to any school personnel and are formally
adopted as part of the policies and regulations at the case school. Besides, the framework for
shared decision-making process was set as a result of the learning acquired during the planning
and implementation for their improvement initiatives. Individual interviews with TSLT members
showed that decisions are now no more centralized and unilateral, opinions are heard, decision-
making process becomes shared, and all are part of it. The interview with the school principal
(participant 2) described how as a result of engaging in the school improvement initiatives
launched at his school following the TAMAM school-based improvement journey, many school
members are now involved in teams or committees that collaboratively and collectively make
decisions and plans from which future steps are determined and recommendations for policy
formulations are placed. More details about the organizational learning that happened at this

station will be covered under the results of research question three.

In sum, results provided clear indications that TSLT members had met and exceeded the
expectations in all the stations of the journey that were completed. Hence, they acquired the

164


http://tamamproject.org/wp-content/uploads/2015/10/LIS-Final-Report.pdf

knowledge and skills of initiating, planning, implementing, monitoring and evaluating of the
school-based improvement process as detailed in the stations’ rubric of the TAMAM journey.
Finally, it was also evident that the overall attitude of the team towards the usefulness of this
journey was very high. During their individual interviews, TSLT members agreed that TAMAM
improvement journey provided them with a job-embedded experience of leading change
initiatives and empowered them with a process they can always use to initiate and lead
improvement at their school. Their statements provided ample evidence that they have adopted
this journey as a guide to leading their improvement initiatives. This will be further elaborated

later on in this chapter.

Concluding Note

In conclusion, findings for this research question showed that TSLT members’
participation in TAMAM project resulted in considerable growth in their leadership capacity as
measured through their acquisition of TAMAM competencies’ knowledge, skills, and attitudes

as well as the skills and attitudes associated with the TAMAM school improvement journey.

TSLT members acquired several leadership skills and competencies that enabled them to
be team players, inquirers, reflectors, and mentors. They now constantly look for evidence and
document their practices. They now have a process to follow for school improvement. They
know how to identify needs, set goals, plan, monitor, evaluate, and innovate. All this in an
environment of professional collaboration and de-privatization of practice. Hence, results
showed that the TAMAM capacity building model seemed to have reached to a large extent its

desired changes in the professional knowledge, skills, and attitudes of TSLT members in terms
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of TAMAM competencies and improvement journey that empowered them to lead effective and

sustainable school-based improvement.

Impact of TAMAM on TSLT Motivation and Commitment to Change

The second research question aimed at evaluating the impact of the school lead team
participation in TAMAM on their motivation towards school improvement from the perspectives
of TSLT members. School document analysis, data from the focus group with TSLT members,
data from PST group interview, and summer 2018 PST meeting with TAMAM school lead team
constituted sources of data that were examined to support the result findings for this research

question whenever necessary.

Self-determination theory (SDT) described in the literature review provided the
framework to report the study findings to illustrate on the motivation of the TSLT members as a
result of their participation in TAMAM project. The three fundamental needs postulated by SDT
that enhance people motivation when met: competence, autonomy, and relatedness were used as
the initial themes. When qualitatively coding the data the understanding and the explanations
under these themes emerged from the participants’ responses during the interviews and the
documents analysis. Other emerging codes that could not be reported under these dimensions are
placed as separate themes. The themes and the subthemes that describe the relationship between
the TSLT participation in TAMAM project and their motivation level are elaborated in the

following sections.

Fostering TSLT Level of Motivation

All TSLT members agree that their participation in TAMAM project increased their

motivation. Their answers also indicate that this increase in motivation can be attributed to their
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experiences in the TAMAM project that they viewed as fulfilling their needs of competence,

autonomy, and relatedness.

Increase in competence. All TSLT members agree that their participation in TAMAM
increased their competence especially in aspects that improve their ability and preparedness to
lead change initiatives in their school. Their responses demonstrated that they attribute their
increased sense of motivation towards actively engaging and leading school-based improvement
is connected to an increase in their level of competence especially in leading change. Analysis
of the data collected showed that they attributed this increase in competence to their acquisition
of the TAMAM competencies, TAMAM journey, PST training and follow up, and the
professional development activities they implemented and engaged in their TAMAM
improvement projects. These were viewed by TSLT members as building their capacity and

hence increased their motivation to lead school-based improvement.

Building capacity from TAMAM competencies. All TSLT members pointed out that the
professional learning they acquired from TAMAM competencies and journey built their capacity
and linked this increase in their competence to their increased level of motivation to lead school-
based improvement. TSLT members reported that acquiring the TAMAM competencies, namely
those that deal with how to use evidence to make decisions, improving their ability to document
their work and to conduct inquiry have given them the capacity and motivation to lead change.
Participant 5 said, “of course TAMAM increased my motivation for it taught me several skills
such as planning, reflection, professional collaboration, and inquiry.” Similarly, participant 11
stated that learning how to conduct action research, and collaborative discussions with

colleagues increased her motivation for leading change at the case school. Participant 9 explained
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that by acquiring inquiry skills, “I do not wait for anyone to tell me what’s next, I read, inquire,

and research to answer my questions.”

Building capacity from TAMAM journey. All TSLT members pointed out that the
professional learning they acquired from TAMAM improvement journey built their capacity, and
they all linked it to their increased level of motivation to lead school-based improvement. TSLT
members declared that TAMAM improvement journey provided them with a job-embedded
experience of leading change initiatives and empowered them with a process they can always use
to initiate and lead improvement at their school. Participant 9 noted that she always felt inferior
for she doesn’t come from an educational background. However, her experience with TAMAM
school improvement journey built her leadership capacity by providing a guide for the change
process that assured her that the decisions she is making and the action she is taking will lead to
effectiveness and sustainability of the initiative at the case school. According to her and to
participant 11, this journey allowed them to have a framework of how to think and work
systematically when dealing with any change initiative they want to propose or deal with at the
case school. According to Participant 12, TAMAM journey provided him with a logical and
organized mental design to effectively plan for any change initiative. He said, “I am a messy but
a passionate dreamer; TAMAM provided me with skills and with scientific steps that guided me
at the professional and even personal levels; as a result of that | am more likely to enact my
dreams and lead change in my school.” Participant 3 reported, “TAMAM journey allowed us to
deeply engage in improvement projects at school and thus our motivation and ownership towards

leading and implementing them increased.”

PST training approach and continuous follow up. All TSLT members pointed out that
the approach the PST used throughout the capacity building program was critical in triggering
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and enhancing their professional learning. They specifically pointed out that learning under this
approach resulted to an increased level of motivation to lead school-based improvement.
Participant 11 explained that the fact that TAMAM professional learning experience was
delivered and supervised by professional educators (i.e. the PST) that she can trust and, gave her
confidence in what she learnt. Participants 3, 5, and 10 pointed that the nature of the professional
learning they have experienced while attending TAMAM gatherings, workshops, and networking
activities that exposed them to other schools’ experiences contributed to increasing their

motivation for school improvement. For instance, participant 10 said:

| highly see the impact of the approach followed in TAMAM for professional
development on our motivation. TAMAM workshops and gatherings which introduced us
to other schools’ experiences fostered our motivation to change. Even if one day I left the

school, I will take this motivation with me to a new school and lead improvement.

Engaging in TAMAM improvement projects. Participants who are coordinators
(participants 3, 6, 7, and 8) concurred that their participation in TAMAM and the opportunity to
engage in the job-embedded process of initiating a school-based improvement process targeted to
improve their instructional supervision functions at the school increased their motivation to
engage in school improvement in general. They attributed this increase in motivation to the
increase in their level of expertise in performing their role as instructional supervisors that
resulted from the implementation of this improvement initiative while following the TAMAM
journey for school-based improvement. TSLT members related that in addition to building their
leadership capacity for change, they improved their competence as instructional supervisors
through reading articles about clinical supervision, sharing their success stories and their
challenges, and solving problems collectively. This was captured in participant 8 words: “of
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course TAMAM increased my motivation because it taught me a lot of things of which is how to

coordinate and deal with my teachers as a mentor and a coach.” Participant 7 also declared:

Before TAMAM, | did not know as a coordinator how to deal with my teacher....
TAMAM provided me with supervisory and coordination skills and motivation to
continuously work with her and provide support and guidance that help her learn and

grow professionally in a relationship build on trust and respect.

This rich increase in competence provided them with confidence in their coordination and
leadership skills and as a result increased their motivation for initiating and implementing

change.

Increase in autonomy. All TSLT members agree that their participation in TAMAM
increased their autonomy and hence their motivation towards actively engaging and leading
school-based improvement. Analysis of the data collected from individual interviews showed
that this increase in autonomy was manifested in their participation in decision-making and
leading school improvement in the case school and that TSLT members considered this

participation conducive to their increased motivation to lead change at their school.

TSLT as decision-makers. TSLT participation in TAMAM project increased their
autonomy as a result of an increase in the scope of their authority and participation decision-
making at the case school. They linked this increase in autonomy to their increased level of
motivation to lead school-based improvement. In their individual interviews, TSLT members
confirmed that their participation in TAMAM increased the scope of their authority to take
decisions and decreased their dependency on their superiors. They associated their increased

motivation to the fact that their voice had become important in the process of making decisions
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at the case school. Participant 3 claimed that decisions were more centralized and unilateral
before. With TAMAM, their opinions were heard, decision-making process became shared, and
all took part in it. The principal became more open to the contribution of all individuals and
attentive to new ideas. She said, “before TAMAM, the principal used to consult us without
necessarily taking our opinions into consideration. But with TAMAM, we became an integral
part of the decision-making process that became shared in our school and this increased our
motivation to change.” Participant 10 also stated, “my participation in TAMAM enhanced my
motivation to change because it gave me the courage to express my opinions and freely propose

my suggestions and solutions.” Finally, participant 9 declared:

Before TAMAM, | used to tell the school principal that in the administrative board
meetings, | prefer to be a listener. | used to feel inferior that | doubted sharing my
thoughts and point of views. However, TAMAM boosted my motivation for it helped me
realize that | have a free voice. | have data and evidence that helps me in expressing

myself with confidence.

TSLT as agents of change. Participation in TAMAM allowed the TSLT members the
opportunity to enact their leadership skills to lead and adopt a change initiative that is based in
their priorities and needs in the case school. They asserted that as a result they felt that their
efforts are valued and trusted, and as a result induced higher levels of personal commitment and
involvement in change. In their individual interviews, TSLT members (whether they are in an
administrative role or not) consider that their participation in TAMAM developed their belief
that they are agents of change in their educational institution. They consistently made verbal

statements that with their realization that power is not only associated with one’s formal position,
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something they acquire from their participation in TAMAM, their motive and responsibility to

lead and adopt any change initiative increased. Participant 5 said:

| see myself as an integral part of change in the school. | had important roles in preparing
workshops and training about classroom management and active teaching and learning at
the school. I am in the flow of all change initiatives in the school. | am from those who

proudly hold the flag of change in the school.

Participant 3 stated that TAMAM moved her out from her small teaching and
coordination roles into leadership roles with the capability, and responsibility to lead change
initiatives at her school. Participant 11 reported, “TAMAM contributed to my commitment to
change. I am now convinced that any change can be achieved through TAMAM.” Participant 7
conveyed, “TAMAM increased my autonomy and thus readiness for engaging in any change

initiative at the school.”

Increase in collaboration\relatedness. Another aspect of the increase in TSLT
motivation due to their participation in TAMAM is the increase in their feeling of connectedness
and relatedness to the school and to their colleagues. Professional collaboration motivated TSLT
members to productively work together in join efforts toward the school strategic goals and
vision. During their interviews, TSLT members especially coordinators made verbal statements
that TAMAM have promoted professional collaboration and this became evident in how the
team members interacted with their colleagues. This constant interaction resulted in team
bonding with feelings of mutual interests and an eagerness to share solutions and success stories
with others and served as a motivation to work on developing their points of weakness.

Participant 7 declared, “we are always eager and excited for TAMAM meetings because we
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share experiences and propose solutions to any question or challenge or problem we are facing.”
Participant 6 declared that TAMAM meetings decrease isolation and the feeling that “you are not
the only one who is facing problems.” She added, “I listen to how others dealt with them and we
learn from each other.” Based on the researcher field observation, team members as a result of
their participation in TAMAM they became supportive and responsible for helping and feedback
to each other. During the focus group interview, TSLT members agreed on the following
statements: “we support each other’s weaknesses.... we are humble with our strengths; we share
them with others...we learn from each other.” This sense of shared responsibility and collective
commitment to their improvement project and to their schools dominated the discussions and the
interactions of the lead team members. Finally, participant 8 stated that TAMAM collaborative
and participative meetings created positive competition that supported, challenged, and

motivated members to work harder to serve the school shared goals.

Challenges to Sustaining Motivation

However, the increase in motivation that the team members reported as a result of their
participation in TAMAM took time to establish and did not hold steady in face of the challenges
that emerged throughout their TAMAM experience. In fact, most TSLT members reported that
their level of motivation fluctuated and went down considerably when the challenges they are

facing became too hard to bear.

According to PST, the old TSLT members were curious about the project at the
beginning yet very cautious about becoming actively engaged in change. TAMAM project
manager (participant 14) in PST recalled, “they were cautious in their interaction with the PST

and expressed many worries that participation in TAMAM constitutes an extra burden on their
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already heavy working load.” However, PST continued that TSLT motivation increased when
they read articles, collected data, analyzed it collectively, and reached conclusions driven by
needs. PST senior coach (participant 15) recognized this enhanced motivation when the team
eagerly attended PST workshops and gatherings. However, according to the PST, the TSLT
motivation decreased again during the implementation of the improvement plan. The
implementation of change was challenging and required extra work, efforts, and time something
that impacted the motivation level of many members. Moreover, a number of members left the
team leaving the remaining members (participants 3 and 4) overwhelmed and partially
demoralized as reported by PST. PST members also explained that the situation changed with the
new members joining and bringing in new excitement to become part of what was perceived as
promising improvement project and rewarding learning experience. However, their

implementation of the improvement plan hit several barriers rendering their motivation unsteady.

In fact, most TSLT members agreed with the PST members account and reported that
their level of motivation fluctuated and went down considerably due to several challenges, high
turnover of teachers, fluctuations in TSLT work overload and scope of authority, TSLT role

ambiguity, and the complexity of process. These challenges are elaborated in the sections below.

High turnover of teachers. In their individual interviews, new TSLT members reported
that the high turnover of teachers was one of the main reasons behind their frustration.
Participants 6 and 8 who are coordinators declared that dealing with new teachers some of which
are fresh graduates changed the team members’ plans and led them to reconsider their priorities.
Participant 8 added, “I am forced to reprioritize my work to meet new teachers’ needs that
directly affect students’ achievement.” Dealing with new teachers was also a major challenge for
participant 10 who is a cycle director. She declared, “training new teachers every year, listening
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to parents ongoing complains, and daily unplanned changes of schedules to meet teachers’ needs
is really frustrating.” She added, “as a person in a leadership position, | need to keep smiling and

flexible to make the work happen but internally I feel very tired and demotivated.”

Fluctuations in TSLT work overload and scope of authority. TSLT members with the
newly acquired expertise and leadership skills, gradually became viewed around the school and
its administration as key resources. As a result, most were asked to carry a large workload that
included teaching, coordination, and leadership roles. In their individual interviews, TSLT
members reported that the work overload was another main reason behind their frustration.
Participant 8 said, “my passion is lessened this year due to several reasons one of which is the
work pressure.” Participant 10 stated, “the workload and pressure negatively affects my
motivation.” Participant 3 declared, “my motivation was lowered due to the several burdens I am

holding this year.”

During the year of 2018-2019, the financial challenges forced the school administration
to make changes to the responsibilities allocated to the TSLT members. Mainly, changes were
made reducing their responsibilities in following up on the sustainability of implementing the
improvements they introduced on the instructional supervision functions within their school.
During the interviews, the TSLT members and the PST explained that the school principal, in an
attempt to deal with human resource shortages at the school and to stay attuned of the progress of
the implementation of the school initiative to improve instructional supervision, decided to
alleviate the workload of the teachers by taking over the lead on overseeing the activities of the
project implementation rather than leave it with the coordinators who initiated it at the school.
He also removed coordinators’ weekly meetings and wanted them to stay focused to their subject
matter responsibilities. All TSLT members who are coordinators attributed the decrease of their
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motivation in 2018-2019 to the fact that they lost their allocated time for weekly meetings and as
a result to exercise their autonomy and build relationships while supervising the teachers they
were working with since the launching of the project. In their individual interviews, TSLT
members (coordinators) associated their lowered motivation in that year to their decrease in
relatedness and connectedness often achieved through the regular TAMAM meetings. Participant
7 said, “my motivation is lowered this year; the elimination of TAMAM weekly meetings
increased our sense of isolation and worry about our problems.” She added that with the

principal taking the lead on coordinating her work, “I am afraid to express my fears and
explicitly share my challenges with the principal as | used to do in TAMAM meetings with
colleagues.” Participant 6 also stated, “I feel that I am the only one who is facing conflicts and

problems in my department.”

Reducing the scope of authority granted to participant 3 (an old TSLT member) who was
the internal coach for other TSLT coordinators negatively affected her motivation in that period.
She said, “the principal decision of running TAMAM project related to coordination instead of
me might be because we did not implement the improvement plan as expected last year.... This

really lowered my motivation.”

TSLT role ambiguity. Two participants linked their fluctuating motivation to recurrent
frustrations due to role ambiguity. Participant 10 who is a cycle supervisor reported that the role
ambiguity and lack of clarity of the emergent additional responsibilities created a sense of
confusion which was also challenging. She said, “I don’t know my exact privileges; do I have the
power to interfere with coordinators’ work? Do I have the power to change assigned plans and
exam dates agreed on between teachers and coordinators?”” Similarly, participant 3 who was the
internal coach for other TSLT coordinators stated, “I am also a coordinator who is coaching
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other coordinators. What are my responsibilities? Scope of authority? To what extent | can

supervise their work and hold them accountable.”

Complexity to link to impact. Finally, one participant pointed out the fact that change
itself is a complicated and a long process whereby it is hard sometime to see quick tangible
impact and this negatively affected her level of motivation. Participant 10 said, “change is a long
process and it needs time. And sometimes when you don’t feel its direct influence, you lose
motivation and passion.” She also reported that there is gap in the level of commitment to change
between TSLT members and teachers. She stated, “I am in TAMAM and in the school
administrative board; this helped me in becoming an important part of change in school. But the

teachers are not. They are still far and they need more ownership to leading change in school.”

Factors that Contributed to Sustaining TSLT’s Motivation

Despite the fluctuations, and throughout the span of their participation in the TAMAM
project, TSLT members sustained their participation in TAMAM achieving many of the goals
that they set for their improvement initiative. According to the team members and to their
coaches (PST), there were a number of factors that contributed to sustaining their commitment to
participate in TAMAM. These factors included strategies to trigger and sustain motivation

enacted by the PST and the school principal.

Strategies enacted by the school principal. Several members declared during the
interviews that the principal actions contributed to sustaining their commitment to school
improvement. These actions enacted by the school principal included, providing the necessary
space and time for TSLT experimentation, providing formal and informal authority to members,

the principal valuing of TAMAM project and his aspirations for continuous growth to the
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organization, and the principal encouraging and motivating praises to TSLT members. The latter
stated in their interviews that the principal gave them space to experience and learn from their
mistakes. Participant 10 declared, “the school principal started giving us the space to try and
experiment and learn and this motivates us to lead school improvement.” Participant 6 stated,
“the school principal is expecting many things from me but he is also patient and giving me the
enough time to attain the results he is asking for.” He also granted them informal and formal
authority to make decisions related to school improvement at the case school. Both participants 3
and 9 stated that the school principal allowed them to propose ideas and involved them in
decision-making and this was motivating. The commitment to implementing TAMAM program
by the school administration and the overt valuing of its added value to the school motivated
them to stay engaged in TAMAM. Participant 9 said, “when I see the school administration
belief in TAMAM, I become more motivated to give and lead change.” Several participants
linked their high motivation to change not only to TAMAM but also to the school administration
which according to them always seeks professional development and continuous growth for the
organization. Participant 5 declared, “the principal continuously engages us in professional
development activities that allow us to develop, learn, and grow professionally.” Finally,
participant 10 reported that the principal provided encouraging and motivating praises when the
team motivation was low. She said, “during the administrative board meetings and in times
where we felt overwhelmed, the principal praises and motivating speeches used to fuel our

motivation again.”

Regular monitoring strategies enacted by PST. PST’s key strategy was to sustain the
motivation of TSLT members for improvement by keeping them engaged in their improvement

projects. PST operated on the premise that if they succeed in ensuring the team continuous
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professional learning and growth they will manage to sustain their commitment to projects’
implementation at the case school. In fact, PST training approach is based on continuous
monitoring and follow up and is information heavy. As such, they interfered whenever they
identified that there is a major breakdown or crisis. They continuously monitored the school
team members’ motivation and offered the necessary support to sustain this motivation whenever
needed. Several strategies were taken by PST to sustain TSLT motivation. These strategies were

at two levels, the school principals and the team.

Sustaining communication with the school principal. A key PST strategy for sustaining
motivation of all the school members participating in the TAMAM school improvement project
was to engage in continuous communication with the principal to ensure his buy in at every stage
of the project and to sustain his commitment to continue its implementation at his school. This
included addressing his concerns in a timely manner and requesting changes at the school that

contribute to enhancing a supportive environment for sustaining school-based improvement.

PST members reported in their group interview that especially during the first years of
the TAMAM project, they worked on persuading the head of the advisory board of the case
school and its principal to provide supportive conditions to the TSLT by freeing time on their
schedule to work collaboratively and assigning an internal coach with formal allocated time for
professional development. They also reported that they made the case with the principal on the
importance of supporting the learning of TSLT members by welcoming their experimentation
and accepting mistakes as part of the learning journey. In both summer 2018 PST visit to the
school and during their group interview, PST repeated that TSLT members have to plan their PD

and implement it and this requires time and space for members to learn from their mistakes
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without making judgments on them. In summer 2018 PST visit to the case school, the director of

TAMAM project from the PST (participant 13) said:

Most of the times, schools’ administration and teachers are on opposite ends. How can
we make them closer? The school administration needs to give members the time and
space to experiment and make mistakes and provide them with support whenever
necessary. There should be a mechanism of exchanging challenges between teachers and
administration. On the other hand, teachers have to acknowledge the space and the
supporting conditions provided by the school administration. There should be
appreciation and acknowledgement for this relationship from the two ends. And usually,

for all this to happen, a lot of time and efforts are wasted.

Throughout the project, PST continued their communication with the school principal to
urge him on the importance of providing a supportive and holding environment for TSLT

members to effectively lead and sustain the school-based improvement initiatives.

Sustaining a balance of challenge and support with TSLT members. PST provided a
balance of support and challenge to TSLT members. They considered that strategy essential to
sustain the team motivation and took several measures to respond to their emerging needs. Their
interventions included, keeping TSLT engaged, heavily seeking information, and organizing

supportive activities.

Keeping TSLT engaged. PST key strategy in sustaining motivation of TSLT members
was to keep them engaged in their professional learning while implementing their improvement
projects. This also served as a strategy to sustain their commitment to the projects’

implementation at the case school. During their interview, PST members agreed that, “we keep
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TSLT members engaged.... the more we get them engaged, the more we ensure their learning.’
TSLT members all agreed that PST continuous guidance and feedback on the team progress as
well as the coaching of the TSLT on each step within every station, maintained members’

momentum and engagement in their learning.

Heavily seeking information. The TAMAM capacity building model is information-
heavy. That is, coaches in TAMAM are expected to collect data throughout the capacity building
model starting with determining the needs of the TSLT members all the way to monitoring the
progress of their learning and intervening accordingly with support. They continuously watched
the progress of the TSLT learning in every step and made modifications to the program based on
their assessment of this progress and identification of the challenges that obstruct the flow of
their learning journey. PST members pointed in their interview that the communication between
participant 4 (the internal coach) and PST was essential and depended on the heavy extensive
documentation that they required the internal coach to complete at all times. They reported that
because they seek information at every juncture of the process, they were able to identify TSLT
needs. They added that the data they collected throughout the project was to identify TSLT
needs, understand their context, and map their resources. Accordingly, they made judgements on
the intervention needed if necessary. On the other hand, PST claimed that they “are very
economical” as they make their decisions to intervene, trying while “striking a balance between
micro monitoring the actions of the team and leaving them room to act independently as well as
respect their privacy.” They argued that this approach was very critical and indispensable to
sustain TSLT engagement and motivation. During the interview, the director of TAMAM project

from the PST (participant 13) said:
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Because we are information-heavy, we are mindful to the broad obstacles emerging and
we work on understanding them and sorting them. Accordingly, we make judgments
whether these are the obstacles we want the team to face and handle because this is part
of their learning or these require our intervention to relieve them and clear their way. So,
depending on the obstacles emerging in different places, we decide the type of
intervention we need to do. When we decide to intervene we thoroughly try to locate the

key zones or the channels we need to tackle to overcome those obstacles.

Based on TSLT needs, PST interventions can take various forms. They can be making
pressure on the principal or the school board as described above to allocate more time and
resources for the team. Other interventions to support the TSLT while dealing with emerging
obstacles while implementing their improvement project included organizing supportive

activities and events for TSLT as described below.

Organizing supportive activities. To monitor and sustain TSLT motivation, PST
organized visits, workshops, and gatherings whereby TSLT had ample opportunities to be
exposed to new learning as well as share experiences of both success and failure with colleagues
within the schools and the larger TAMAM network. During PST interview, they declared that
these activities are planned while taking into consideration the team most pressing learning needs
as well as the improvement priorities of the school. Based on the researcher observation, TSLT
enhanced motivation was manifested after the team attended PST workshops and gatherings. As
mentioned before, TSLT members during their individual interviews affirmed the positive
impact they had from TAMAM gatherings, workshops, and networking activities which
contributed in building their capacity and increased their motivation for school improvement.
They also affirmed the positive impact the PST coaching activities had on their motivation and
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often described them as inspiring and a source of support as they engaged in leading

improvement.

Concluding Note

In conclusion, findings for this research question showed that TSLT participation in the
TAMAM project had a mostly positive impact on strengthening the team motivation and
sustaining their commitment towards leading improvement initiatives at their school. In fact,
TSLT members agreed that their participation in TAMAM project increased their feelings of
competence, autonomy, and collaboration that subsequently increased their motivation and
empowered them to be agents of change. However, the level of motivation of TSLT members
throughout the improvement journey was not consistently high. Most TSLT members reported
many challenges that impacted their motivation level and caused it to drop at times as a result of
challenges they faced during the implementation of the project. Despite the fluctuations, and
throughout the span of their participation in the TAMAM project, there were a number of factors
that contributed to sustaining their commitment to participate in TAMAM. These factors
included strategies to trigger and sustain motivation enacted by the PST and the school principal.
Providing the necessary space and time for TSLT experimentation, providing formal and
informal authority to members, the principal valuing of TAMAM project and his aspirations for
continuous growth to the organization, and the principal encouraging and motivating praises to
TSLT members were the strategies enacted by the school principal to sustain their motivation.
On the other hand, PST strategy of balancing in support and challenge to TSLT members kept
them engaged and provided them with challenging opportunities and supportive activities based
on their needs. Hence, regaining TSLT ability to continue the work and sustaining their
motivation to lead school-based improvement.
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Participant-Observant Researcher Learning Experience

The following section describes the learning experience of participant 4 who is the
researcher. The first-person pronoun “I” is used to self-report the learning acquired. This section
starts by presenting the contextual conditions surrounding my learning experience, followed by
describing my professional learning in term of the growth in the knowledge, skills and attitudes
according to TAMAM'’s competencies and school-improvement journey. It then describes how
my participation in TAMAM capacity building activities both as a trainee and as an internal
coach impacted my motivation and commitment for school-based improvement. Finally, I will
conclude with a personal statement describing a unique aspect of my learning that empowered

me to lead.

Contextual Conditions

This section describes the contextual conditions of my learning experience in relation to
my special roles and responsibilities, the several challenges faced, as well as the strategies
enacted by the PST to help me cope with these challenges and continue with my responsibilities

at the school and with the project.

Special roles and responsibilities. Upon the school participation in TAMAM and in
response to a request from the PST and the tasks delineated by them, | was hired as a part-time
TAMAM internal coach to facilitate and coordinate the implementation of TAMAM activities at
the school. As a result, and in comparison, to other colleagues in the leadership team, | had
formal allocated time and additional opportunities to interact with the PST via emails and phone
calls to provide me with continuous guidance, feedback, and follow up. Add to that, being a

master student in educational administration and policy studies (EAPS) at AUB allowed me to be
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familiar with the theoretical and conceptual bases of the design and professional development
approach of the TAMAM project. In addition to be a member of the TSLT and the case school
internal coach, | was at the same time the science head of department (HOD) with a one-class
teaching load at the case school. In 2016-2017, | became part of the academic and professional
development department which supervises all subject-matter and professional development

activities at the case school.

This resulted in additional responsibilities that presented me with more learning
experiences, and many opportunities where | had the chance to apply my learning while being

followed up, monitored, and supported by the PST.

Challenges faced. Despite the special arrangements I had in my role at both the school
and PST levels, | faced several challenges; namely, a heavy work overload, role ambiguity,

challenges with the school principal, and challenges while working with TSLT members.

Heavy work overload. As mentioned before, while participating in the TAMAM project,
I had multiple formal and informal roles: a classroom teacher, head of science department,
science coordinator for a range of two to three teachers, and TAMAM internal coach. Moreover,
the learning acquired from TAMAM participation granted me in addition to my formal roles,
informal roles of being a source of advice and expertise as well as a mentor to my colleagues.
This made my days full of planned and unplanned meetings and consultations with several
school members. Thus, | was a part-timer holding a large workload with a lot of paperwork. |
had to follow up my tasks at home something that left me at times feeling overwhelmed and not

able to give my optimal performance on all the fronts.
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Role ambiguity. Since launching the project in the case school, there was an abundance
of emergent additional responsibilities that | had to attend to throughout the implementation of
the project. The fact that my coaching role was a newly introduced function in the TAMAM
design, made my role at the school ambiguous and far from being structured and formalized. In
many instances, | had to figure out on my own how to enact my responsibilities especially as the
TAMAM internal coach at the school where | was supervising and mentoring colleagues with
whom | shared similar levels of formal authority as subject matter coordinators. The myriad of
these emerging informal roles put a strain at times on my ability to make decisions related to my
responsibilities as the scope and line of authority | am granted were ill defined and mostly
emerging. In some instances, | found myself leading the TAMAM school lead teams among
which there were coordinators and cycle directors who are formally positioned above me in the
school hierarchy. In relation to coordinators, | used to feel confused to what extent as | supervise
their work | can hold them accountable. Same is the case with cycle directors whose formal
position is higher than mine in the school hierarchy. I often wondered to what extent and in what

manner | can give directives and monitor their work as the TAMAM internal coach.

Tensions with the principal. In the first two years of the project, my participation in the
project and my attempts at enacting my new responsibilities triggered tensions in my
professional relationship with the school principal. These tensions lessened with time and
evolved into additional trust in our professional relationship. During the first years of the
TAMAM project, | was aware of the principal reserved buy-in of the project and his hesitation to
grant the project the resources it required, namely granting me teaching release time to perform
my role as TAMAM project internal coach. | sensed that while he granted the project access to

his school and voiced his commitment, he was not convinced of the added value of the allocated
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time and money my position required. However, with time and with the emerging positive
impacts of TAMAM project on my leadership skills and on my performance as an internal coach
coordinating the TSLT professional learning activities, these doubts faded away and the principal
became a key source of support for me and a major advocate of TAMAM inside and outside the
school. In fact, he gradually started providing the team and me with generous support such as
welcoming our experimentation with implementing new ideas, accepting mistakes as part of the
learning journey, involving us in decision-making, and granting us formal and informal roles in

leading school-based improvement.

Supervising the TSLT members. In addition to the challenges with the principal, 1
faced several challenges with TSLT members especially while enacting my supervisory role with
them as the school internal TAMAM coach. In comparison to other TSLT members, | was
younger in age with less years of experience. Acting as their coach, supervising their work, and
giving directives to them was challenging. Having them accept me to lead team meetings,
soliciting their perspectives, managing disagreements and conflicts with people of different ages
and work experiences and in different hierarchal positions accompanied with their diverse
backgrounds, point of views, and opinions were major human dynamics challenges. Moreover,
by the end of the year 2015-2016, all original members of the TSLT left except two. This
strongly affected the morale of the team. With new TSLT members, their initiation also involved
challenges in supervising their work and ensuring their commitment and regaining the

momentum of the school involvement in the TAMAM activities.

Coping strategies. Despite the challenges and due to the close and direct relationship
with PST, the latter enacted several strategies that contributed in helping me cope these
challenges and sustain my motivation to continue with my responsibilities at the school and with
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the project. As mentioned before, PST members reported in their group interview that especially
during the first years of the TAMAM project, they worked on persuading the school principal to
provide supportive conditions for the intervention of TAMAM project and they repeatedly
negotiated to formally approve the allocated time for the internal coach to meet the required
tasks by PST to facilitate and coordinate the project implementation activities. They also
reported that they made the case with the principal on the importance of supporting this position
by welcoming my experimentation, giving me the time and space needed, allowing me to learn
from mistakes and withhold fast judgments on my emerging leadership abilities. This continuous
PST communication with the school principal helped in providing a supporting and holding
environment needed for TAMAM project effectiveness and sustainability at the case school and

was critical in enabling me to support the TSLT members.

In addition, | benefited greatly from the PST strategies to sustain motivation among all
members of TSLT; namely, keeping us engaged, heavily seeking information to identify our
needs, enacting interventions that tackle our key challenges, in addition to continuously
customizing the capacity activities during workshops, visits, and gatherings to our needs and the

contextual conditions that affect our work.

Acquisition of TAMAM Competencies’ Knowledge, Skills, and Attitudes

The learning of the TAMAM competencies described earlier also applies to me.
However, | believe that | experienced more learning in some elements of the knowledge, skills,
and attitudes of some competencies due to the special support as well as the challenges
surrounding my learning experience which as described before allowed me to have more

opportunities to engage in learning experiences that are followed up and monitored by the PST.
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Advanced knowledge elements. Compared with other TSLT members, | showed the
same growth level with my colleagues on the knowledge component of most TAMAM
competencies including evidence-based decisions, decisions and actions driven by needs, de-
privatization of practice, systematic documented practice, evolving design planning, professional
collaboration, participative leadership for continuous improvement, and mentoring approach.
However, | was ahead of my colleagues in few knowledge elements of three competencies,

reflective dialogue and practice, inquiry, and job-embedded experiential learning.

Starting with reflective dialogue and practice, on the knowledge component of this
competency, | was more conscious that reflection makes me more aware of my implicit
knowledge and underlying professional beliefs. | also understood that the practice of reflection
needs structured time and an intentional pause to reach meaningful understandings and
purposeful actions. In fact, the progress reports | used to report to the PST required from me
structured time to pause, and reflect not only on the progress of the improvement initiatives but
also on the whole learning experience of myself and the team. However, like other TSLT
members, the two levels of reflection (technical and critical) were still not very clear to me at the

knowledge level.

With regard to the acquisition at the knowledge level of the competency of inquiry, | was
a bit ahead of my colleagues in my understanding that inquiry is a cycle that can be exercised at
any station of the school improvement journey. | practiced and initiated inquiry cycles in several
stations of the improvement journey such as need identification, monitoring stops, and final
evaluation stage. | consulted experts and suggested relevant literature for TSLT members related

to the school improvement initiative. In order to provide evidence, | not only used the case
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school available data, but I was also more aware that at some points additional data and inquiry

cycles were needed for this purpose.

Finally, in relation to job-embedded experiential learning, | developed a better
understanding than my teammates that the interaction of experience and ongoing reflection is
one of the most important approaches to learning. TSLT members used to ask for more readings
and articles about TAMAM competencies but | used to repeat the fact that the best approach for
the acquisition of TAMAM competencies is not by reading about them but by practicing them
and being able to describe and capture them in our practices. However, as other TSLT members |
was not aware that experiential learning represented a repeating cycle that | can use as a strategy

to design professional development activities.

Advanced skills elements. In comparison with other TSLT members, | showed the same
growth level with my colleagues on the skills component of several TAMAM competencies
including evidence-based decisions, decisions and actions driven by needs, de-privatization of
practice, evolving design planning, professional collaboration, participative leadership for
continuous improvement, and mentoring approach. However, | was ahead of my colleagues in
some skill elements associated with four competencies, reflective dialogue and practice, inquiry,

systematic documented practice, and job-embedded experiential learning.

Starting with reflective dialogue and practice, practicing reflection was part of my role
responsibilities as the TAMAM internal coach, as | was asked to monitor and report my
reflections on the progress of the team. As such, | had additional opportunities compared to my
teammates to identify the rationale, assumptions, and the underlying values of the practices,

ideas, and goals of the improvement initiatives.
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Additionally, being TAMAM project internal coach required documenting the team
progress, collecting data, collectively coding and analyzing data, and then writing down
extensive documents and reports. As a result, | demonstrated that | had practiced more inquiry
skills than my teammates. Namely, | acquired the skills and methods needed for systematic data
analysis and for the generation of creative and innovative solutions or actions. As for systematic
documented practice competency, | also had the chance to demonstrate an advanced growth level
of its skills. My role as the TAMAM project internal coach required extensive documentation
that involved methodical recording, organizing, and archiving educational practices. | regularly
documented meeting reports, progress reports, and personal reflections. | had the main role in

writing the final report which compiled all the stations of the TAMAM journey.

Finally, in relation to job-embedded experiential learning, | demonstrated my additional
growth in comparison to my teammates as | started as a member of the TSLT and developed
gradually to become their internal coach. I periodically asked TSLT members to write reflection
papers as reflective stations in their professional development journey. During our weekly
meetings, | provided opportunities to actively engage TSLT members in continuous reflective

exchanges.

Advanced attitudes elements. In comparison with my TSLT teammates, | showed the
same growth level on the component of attitudes component of several TAMAM competencies
including reflective dialogue and practice, evidence-based decisions, decisions and actions
driven by needs, de-privatization of practice, evolving design planning, professional
collaboration, and participative leadership for continuous improvement. However, | was ahead of
my colleagues in some of the attitudes related elements in four competencies, inquiry, systematic
documented practice, mentoring approach, and job-embedded experiential learning.
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Starting with inquiry, as | practiced and initiated inquiry cycles in several stations of the
improvement journey and experienced | became convinced of its positive impact on my learning
and on the effective progress and emerging impact of the school improvement initiative at the
case school. Consequently, | now believe that inquiry is an indispensable tool for continuous

improvement.

As for systematic documented practice, as said before, my advanced growth level on the
attitude level also resulted from my extensive firsthand experience of the added value of
documentation. While | learnt to establish the habit and practice extensive documentation that
involved methodical recording, organizing, and archiving educational practices, my attitude
towards its added value grew. | noticed how this heavy documentation granted me expert power
that helped me influence decision-making process and disseminate and share educational
practices with others. Consequently, | became fully convinced that documentation is a powerful
source that archives evidence necessary for decision-making and for disseminating educational

practices to relevant audiences to achieve a sustainable school improvement.

Additionally, my advanced growth in attitudes towards the competencies was manifested
towards the mentoring approach competency. My role as TAMAM project internal coach,
allowed me to lead several TAMAM teams in the case school of different ages and work
experiences and in different hierarchal positions accompanied with diverse backgrounds, point of
views, and opinions. | had to act as a role model to them in my mentoring approach and I viewed
diversity, conflicts, and disagreements as challenging opportunities that will foster my

understanding and professional growth.

Acquisition of Knowledge, Skills, and Attitudes of TAMAM Improvement Journey
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As other TSLT members, | exceeded the expectations in every station of TAMAM
improvement journey, identify the need station, identify the improvement goals station, design
the innovative intervention station, prepare the monitoring plan, plan for leading the
implementation station, implement and monitor station, and evaluation station. Similarly, as my
colleagues, | met the expectations for the evaluation plan station. But because | was the project
internal coach who was in direct contact with the PST and was responsible of all the heavy duty
documentation of TAMAM project, my level of mastery of the acquired knowledge, skills, and
attitudes of school-based improvement that are related to the stations on the TAMAM journey

was higher and more extensive than my colleagues on the TSLT.

My role required extensive monitoring and documentation that involved close monitoring
of the progress of the team on all the stations of the TAMAM journey. As a result, | needed to
acquire an in depth understanding of the steps required within every station to be ready providing
support as needed to the TSLT members. In fact, | was in close contact with the PST and had
direct guidance and feedback on my progress while coaching the team on each step within every
station. Besides, | was the one who was mostly in charge of documenting the team progress,
collecting all notes and data from the team, collectively coding and analyzing data, and then as
part of my work | wrote down documents and reports to be further discussed and revised by the
team. Consequently, all this allowed me to attain advanced levels the knowledge, skills, and
attitudes of initiating, planning, implementing, monitoring and evaluating of the school-based
improvement process as detailed in the stations of the TAMAM journey beyond what my

colleagues on the TSLT were able to achieve.

Enhanced Motivation and Commitment to Change
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My participation in TAMAM project increased my motivation and commitment to
change. This increase in motivation like other TSLT members is attributed to the experiences in
the TAMAM project that meets the needs of competence, autonomy, and relatedness. In
comparison with other TSLT members and despite the challenges mentioned above which made
me sometimes feel overwhelmed and partially demoralized, my overall motivation level was

high and steady.

Increase in competence. As all TSLT members the participation in TAMAM increased
my competence achieved through the acquisition of TAMAM competencies, TAMAM
improvement journey, PST training and follow up, and the professional development activities
implemented during TAMAM improvement projects. Moreover, my special treatment with the
PST allowed me to have more opportunities to be followed up and apply the learning and be
monitored and supported resulting in building more capacity and increased my competence and
expertise. All this provided me with an expert power that is based on evidence and knowledge.
This newly acquired expert power and increased competence became a source of my motivation

to lead school-based improvement.

Increase in autonomy. My responsibilities as the TAMAM project internal coach at the
case school increased my autonomy and hence my motivation towards actively engaging and
leading school-based improvement. This increase in autonomy was achieved through my
position as an internal coach, my informal expert roles, and my increased role in decision-

making and leading school improvement in the case school.

Being the project internal coach. Being the project internal coach greatly increased my

autonomy and hence motivation towards actively engaging and leading school-based
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improvement. | was the person assigned with formal position and allocated time for professional
development. This role provided me with the autonomy to coordinate the project implementation
activities, coach the team, and track the progress of the work on the journey as well as the
acquisition of the competencies and their implementation. Later in the project | was also asked
by the school principal to formally lead several TAMAM teams in the case school and was in
charge of the implementation of many aspects of the TAMAM program with the expansion of its
implementation in the case school throughout the years. As a result, | became the internal coach
for all team members many of whom were older than me, much more experienced, and some
were in higher administrative positions. | believe that | would have never had these opportunities

and autonomy to do all this without my role in TAMAM.

Acquiring informal expert roles. The expert power | earned from TAMAM granted me
informal roles which also increased my autonomy and hence motivation. | became a source of
advice and reference to my colleagues. They considered me to be the mentor who provided
support and guidance to her colleagues and helped them learn and grow professionally in a
relationship built on trust and respect. Later in the project, my informal expert role expanded as |
started playing informally the role of an expert consultant to the principal. In 2018-2019 for
example, the school principal planned for a monitoring station for the school administrative
board to monitor and assess the school plans in response to the current school situation and
emerging challenges and needs. He consulted me on how to plan for this monitoring station and
how the latter is practiced in TAMAM. Therefore, | believe that TAMAM shaped my
professional development journey and increased my opportunities for upward mobility within the
school. My advancement in the roles | was assigned to play in the school moved quickly from a

science teacher of four years’ experience to being TAMAM project internal coach with high
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autonomy and agency to hold formal and informal roles at the case school. This greatly in turn

increased my motivation to lead improvement at the case school.

Becoming a main decision-maker. Being in control of all TAMAM project at the case
school in addition to the expert power | acquired from TAMAM, increased my authority and
accountability in making decisions at the case school and greatly enhanced my sense of
autonomy. This increase in autonomy resulted in a steady increase in the level of motivation to
lead school-based improvement. The knowledge and evidence of competence | acquired from
TAMAM and having me in charge by the PST of delivering a substantial part of the professional
development program at the case school granted me expert authority to influence the decision-
making process at the case school therein. This expert power resulted in the school principal
asking me to be part of the administrative board for several years. I didn’t accept due to time
constraints and family commitments. However, | accepted instead to become part of the
academic and professional development department which supervises all subject-matter and
professional development activities at the case school. | considered that the latter provided
enough authority and space for me to influence and make major decisions in the case school.
However, | believe that this authority and space would not have been granted to me if the school
principal didn’t not realize the positive impacts of TAMAM project on my professional learning

and expertise.

Being an agent of change. My role as the internal coach in the TAMAM project which
became a substantial part of the case school improvement activities enhanced my role of being a
change agent at the school. My role in TAMAM gave me both a cause and a platform to
advocate for my newly acquired professional beliefs and found venues for me to have an
influence on the members of the school and on its organizational structure and functioning.
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Moreover, the professional learning I acquired from TAMAM enhanced my leadership skills and
empowered me to lead and initiate innovative interventions in the case school. For example, as
the science HOD, | initiated the intervention of weekly technology class for learners from grade
six to grade eleven (grade nine being excluded) to train them on creativity and scientific
innovation. In an attempt to identify the improvement need in the science department, | initiated
several inquiry cycles and | asked the school principal to accept and cover the department
members’ attendance to the Science and Mathematics Education Center (SMEC) conference in
2017-2018 at the American University of Beirut, in which the concept of Science Technology
Engineering and Mathematics (STEM) was thoroughly discussed. Hence, the team concluded
that the department’s need was to promote creativity and scientific innovation that challenges
students’ minds and fosters scientific reasoning and problem solving. One of the major
achievements of this improvement initiative was contracting with specialized consultants in the
field of technology to train teachers on integrated science and technology concepts and
procedures. Implementing and leading this initiative was not easy at all but the learning |

acquired in TAMAM and the expert power | used helped me do it.

Besides, TAMAM paved the way for me to put in use many of the theories I learnt during
my masters. One example is Understanding by Design (UbD) as a model for curriculum design.
| found this model very useful and necessary to shift our traditional ways of lesson planning from
our chronic dependence on the textbooks to focusing on big ideas and concepts related to real
life, and use performance tasks as ways of assessments that are more challenging and offer rich
learning opportunities for students. With this expertise | was set to include using UBD in our
TAMAM improvement intervention. | used my theoretical knowledge to initiate my colleagues

into using it and learnt along with them how to integrate it into our practices as coordinators.
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Therefore, my participation in TAMAM increased my skills and induced higher levels of
personal commitment and involvement in change. TAMAM not only transformed me into one of
the key agents of change in the case school but also carved this agency into my professional

identity as an educator.

Increase in collaboration/relatedness. My engagement in TAMAM increased my
feeling of connectedness and relatedness to my colleagues within the school. | worked closely
with a very diverse group of colleagues as part of the TAMAM team many of which were older
than me, much more experienced, and some were in higher administrative positions. This
provided me with a rich and collaborative learning experience which motivated me to prove
myself and engage all TSLT members to productively work together in join efforts toward the
school strategic goals and vision. | always looked for the bright side of members, learned from
their strengths, built a relationship of trust and respect with them, and viewed disagreement and

diversity as opportunities for understanding and professional growth.

Transformational Professional Learning

I will conclude with a personal-statement highlighting the transformational nature of the
learning I acquired from my participation in the TAMAM project. This learning impacted my
professional identity, enhanced my existing abilities, broadened the scope of my skills and

strengthened my sense of self-efficacy.

Leading within the TAMAM project at the case school and having been mentored by the
PST as well as being at the same time a graduate student in the educational administration and
policy studies at AUB built my capacity for lifelong learning. I learnt how to weather through

challenges and manage to keep the momentum of the project going, provide the supporting
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conditions for my team to achieve their goals, and always seek opportunities for the school to
change and grow. This transformational learning led me to reconstruct my educational platform,
build my vision and mission, increase my positive outlook and resilience, and enhanced my

documenting and system thinking skills.

Building my educational vision and mission. One of the key things which developed
with time and helped me face challenges was my belief in the mission of education. | always
believed that education in our region needs improvement to make transformational and societal
changes. TAMAM philosophy aligned with this belief and provided me with the theoretical and
conceptual understandings to frame it. It also offered me a theory in use to envision the strategies
that can help me achieve my vision. TAMAM pillars and theory of change became an integral
part of my educational platform where building teachers’ leadership capacity and providing them
with opportunities to learn and practice the competencies of the pillars allow them to become

self-directed leaders for initiating and implementing school-based improvement.

Increasing my positive outlook and resilience. | always consider myself a positive and
resilient person. The leadership skills I acquired from TAMAM through the cumulative
experiential learning | engaged in throughout the project strengthened my positivity and

resilience. I learnt that I should consider the challenges I faced a natural part of any change
process and approach them as learning experiences that help me grow and professionally
develop. Throughout the project, | wanted to prove myself and took all these obstacles as
opportunities to challenge my beliefs, expand my leadership skills and enhance my resilience.
While working with others at the school, | considered resistance to my improvement initiatives
as feedback that I can critically reflect upon and make decisions to improve my plans for change.

I also learnt to be a problem solver who always finds solutions and generates creative actions.
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Strengthening my commitment to documentation. The participation in TAMAM
allowed me to value and wholeheartedly engage in the documentation, for | realized with
TAMAM that documentation is not only paperwork. I also noticed that documentation provides
me with evidence and with opportunities to analyze data, monitor, and reflect on my practices.
Hence, | shifted to document more than the expected because | learned that evidence could give
me expert power that | can use in several ways. | used to document every single detail in the case
school and report it to the PST as a way to provide them with thorough and thick description of
the school context so that we can develop through reflective dialogue decisions that are grounded
in the context and the conditions, and responsive to the needs of the participants. My thorough
documentation allowed the PST to modify at times their design, customize it to the needs of the
school and always make decisions that are based on evidence. This consistently helped increase
the effectiveness of the implementation of the improvement initiative and lay the foundation for

its sustainability at the case school.

System thinking skills. | became a better system thinker as a result of my experiences in
TAMAM. The theoretical foundation | had from graduate work whereby | always conceived of
the educational institution through Bolman and Deal (2008) four frames of the organization
(structure, symbolic, human, and political) was transformed into a theory in use with strategies
informed by each frame on how to ensure the organization effectiveness and growth. | learnt how
system thinking could guide me to act strategically and tactically to transform my work and
organizational norms and structures. Making use of expert power, building solid relationships
with the school principal, TSLT, and school members, managing crucial information, and
networking described below are skills and tactics | developed throughout my learning experience

with TAMAM.
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Making use of expert power. Acting from the political frame, | used the expert power |
acquired from TAMAM to influence school policies and regulations, participate in the decision-
making process, and gain the authority to lead change at the case school. | used my membership
in the academic and professional development department to maintain enough authority and

opportunities to influence decision-making around the school.

Building solid relationship with the school principal. In terms of my relationships with
school members, starting with the principal, with my system thinking and understanding of the
demands of his role to manage the school as an organization, | was able to view emerging issues
from his perspective. This ability allowed me to be insightful and strategic in my interactions
with him. | wholeheartedly acted as an important advocate for his strategic directions and change

initiatives. Throughout the years, | build a solid relationship with him based on trust and respect.

Building solid relationship with TSLT and school members. Acting from the human
frame, | worked on building a relationship full of trust and respect with TSLT members. I tried
my best to provide them with the support they need, be attentive to their concerns, and handle
TAMAM heavy paperwork so that it doesn’t add to their workload. TSLT members with the
newly acquired leadership they have, gradually acquired a special status around the school, and
became viewed by colleagues and the school’s administration as knowledgeable experts and
change agents. | used this fact to build coalitions with them to enlarge TAMAM influence and
voice in the school. Besides, | used my charismatic and loving personality to make a very good
relationship with all school members at all levels based on trust and respect. | used this positive

collegial relationship to disseminate TAMAM and spread its accomplishments.
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Managing crucial information. Also, from the political frame, being close to school
members as well as school administration allowed me to have access to a lot of crucial
information from both parties. The school administration feels that I know a lot from teachers’
conversations. On the other hand, being close to the principal gave me access to a lot of
information which I used skillfully with others to appear as the “one who knows” and this

increased my informal power and members’ dependence on me.

Networking. Finally, I learned to form good relations with influential people. | had access
to power holders, such as the head of the school advisory board, principal, and PST members. |
made use of the key channels in favor of TAMAM implementation and progress at the case
school. I chose my battles and in cases where I couldn’t convince the school administration, I
lobbied for the intervention of the TSLT as a coalition or the PST or other key channels to regain
the ability to continue the work and provide the supporting conditions and the holding

environment for TAMAM project effectiveness and sustainability.

Concluding Note

To conclude, my experience in TAMAM constituted a major juncture in my professional
journey. It accelerated the professional levels in my career life and provided me with rich and
empowering learning. | remember in June 2015 TAMAM gathering for participating schools. |
mentioned how | was asked during that year to send my curriculum vitae or professional resume.
When looking at it in an attempt to check it and revise it, | noticed the big growth in my
professional skills that made me shift my objectives from seeking a secondary teaching position
to finding academic administrative position in professional educational organizations where | can

learn and lead with teams’ involvement, participation, and empowerment for transformational
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changes and growth in academic institutions. | greatly and thankfully attribute this shift in my

professional aspirations to the learning | acquired throughout my experience in TAMAM.

Impact of TAMAM on the School’s Organizational Learning

The third research question aimed at evaluating the impact of the school team
participation in TAMAM on the school’s organizational learning (professional norms and
structure) from the perspectives of the head of the advisory board of the case school, the school
principal, as well as the project steering team (PST), the director of TAMAM project, the project
manager, and senior coach. Document analysis of school internal policies, the final
improvement journey report, and summer 2018 PST meeting with TAMAM school lead team
(TSLT) constituted sources of data that were also examined for the purpose of this research
question. Data from individual interviews with TSLT members are used to support the result
findings whenever necessary. The results are reported under two main titles: structural changes
and normative changes. The data emerging under these two categories are qualitatively coded

into several themes and subthemes elaborated in the following sections.

Structural Changes

Prior to the participation in TAMAM project, school improvement was considered a sole
responsibility of the school principal who exclusively initiated it and planned for its
implementation and monitoring. Additionally, implementing school improvement initiatives at
the case school was not associated necessarily with modifying policies or introducing new
formalized procedures that support the sustainability of the innovative intervention practice and
impact at the school. The analysis of the data collected revealed that the participation of the case

school in TAMAM project resulted in changes at the level of the organization's structure. These
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structural changes were gradually introduced in the case school and tackled different dimensions
including: formally allocating time for planning and coordinating professional development (PD)
activities, forming formal teams\committees for continuous improvement, documentation and
formalization of school procedures and policies, introducing new roles and responsibilities for
TSLT for leading school improvement and redistributing authority at the case school. In what
follows, these structural changes will be presented as they emerged from analyzing the
participants’ responses during the interviews and the documents analysis and elaborated in the

following sections.

Formally allocating time for planning and coordinating PD activities. Prior to the
participation in TAMAM project, the principal was exclusively responsible to plan professional
development. Upon the participation of TAMAM, PD gradually became a central function in the
school structure that required allocating responsibilities and formal time to several positions.
Several measures were gradually taken by school principal to formalize and institutionalize this

function and connect it to school improvement.

Assigning a part time internal coach. As a result of the school participation in
TAMAM, the school principal became aware of the importance of assigning a person with
formal allocated time for overseeing the professional development activities triggered as part of
the job-embedded TAMAM capacity building program. The school principal related that upon
the school participation in TAMAM and in response to the role requested from the PST, a part-
time TAMAM internal coach (participant 4) was hired to facilitate the implementation of
TAMAM activities at the school. There was an overall agreement among participants during the
head of the advisory board and school principal interviews and PST group interview that
instituting the role of this internal coach in the school structure was necessary to fulfil the tasks
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assigned and implement the job-embedded design of the capacity building program in TAMAM.
The head of the school advisory board (participant 1) said, “I pushed on the school
administration to accept hiring TAMAM internal coach; | supported her and justified the time
and money expenses this requires.” In the group interview with PST members, they reported the
negotiation they had with the school principals to formally approve the allocated time for this
internal coach to meet the required tasks by PST. As a result, a formal set of responsibilities were
set for overseeing the implementation of the school-based improvement initiative. These newly
added tasks were writing reports, coordinating the project implementation activities, keeping the
motivation of the team, tracking the progress of the work on the journey as well as evaluating the
acquisition of the competencies and their implementation. The TAMAM internal coach had a
formal role of conducting meetings with the team, extensively documenting meetings, reports,
and plans, and regularly contacting PST for continuous training and follow up. Consequently, as
a result of the school participation in TAMAM, the school principal assigned a full-time person
with major PD responsibilities and substantial allocated time for overseeing the improvement

activities at the school. This structural change will be further elaborated in this section.

Reducing teaching load for TSLT. Both the head of the school advisory board and
school principal concurred that upon the school participation in TAMAM and in response to PST
recommendation, the teaching load for TSLT members was reduced to allocate time for them to
implement the activities of the school improvement plan that the team prepared under the
TAMAM project. Based on the researcher field observation, during the implementation station of
TAMAM improvement project, TSLT members (especially coordinators) had reduced teaching
hours. The head of the school advisory board (participant 1) declared that he protected the

measures related to TSLT allocated time for professional development and he supported and
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justified the time and money expenses it required for he believed that these materialistic
expenses are “a small price to pay” if the school is to experience the improvement and change

planned under the TAMAM project.

Adjusting the school schedule. Both the head of the school board as well as the school
principal concurred that upon the school participation in TAMAM and in response to the
condition requested from the PST, the school schedule was adjusted to allow for a group meeting
for TSLT members and the internal coach. The schedules of TSLT members were modified so
that they have an overlapping free period with others to meet on weekly basis. In the group
interview with PST members, they reported the negotiation they had with the school principal
asking him to formally approve the allocated time for TSLT members to have weekly meetings.
They related that they worked hard to convince him that these allocated hours are necessary for
them to collaboratively engage in the job-embedded learning as designed in TAMAM school
improvement journey to acquire its skills as well as understand and practice the TAMAM

competencies.

Creating a permanent full-time academic and PD coordinator. As a result of the school
participation in TAMAM, the school principal realized that PD is a central function that requires
a formal full-time position embedded in the school structure. At the conclusion of the first phase
of the project and according to the principal, he became convinced that it is important to
institutionalize a permanent full-time academic and professional development coordinator with
major PD responsibilities and substantial allocated time for supervising the professional
development activities carried at the school. He said, “I always repeat and emphasize the value
of TAMAM. And | am seriously thinking of this position as a way to make utmost use and
benefit from TAMAM project instead of keeping the fragmentation of roles and tasks we
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currently have.” During the interview, he declared that this position was created to coordinate all
professional development activities in relation to the school-based improvement initiatives that
will be launched. The holder of this position will also be responsible for planning the
implementation of such initiatives and for evaluating their impact while at the same time

ensuring their alignment with TAMAM approach of school-based improvement.

Forming formal teams\committees for continuous improvement. Following the
participation of the school in TAMAM, the school administration decided to create improvement
teams to lead the future improvement initiatives at the school. The teams were formed to mirror
the design of the TAMAM model of school- based improvement. These teams had formally
assigned responsibilities that include setting clear goals and identifying needs that were assessed
as a priority by the school community. Professional collaboration was then introduced as the
guiding approach to follow in those newly formed teams. During the interview with the principal
and the TSLT, it became clear that the newly formed teams are indeed engaged in achieving
school improvement goals that are aligned with the school vision and mission, while working

collaboratively on minimizing obstacles to continuous improvement.

Forming TAMAM school improvement teams. Both the head of the school board and the
school principal concurred that upon the school participation in TAMAM and in response to PST
requirement, a school team is formed to serve as the TAMAM school lead team. Following the
TAMAM model for school-based improvement, some school members were assigned as
members in school improvement teams with clear goals for improvement that are based on needs
that were identified as a priority by the school to be addressed. Based on the school documents
analysis, the school administration recommended instructional supervision as an area of concern
that needs improvement and the principal consulted a number of coordinators to serve as the
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TAMAM school lead team (TSLT1). Before TAMAM and based on what coordinators report in
the final improvement journey report, coordinators didn’t meet or coordinate together; with
TAMAM, they became one entity that worked as a team for leading school improvement. In the
interview with the principal, he reported that in 2017, a new TSLT (TSLT2) was developed and
consists of administrators that also started a new TAMAM improvement journey with an
improvement goal of reinforcing students’ values acquisition through a character building
program. These teams were formally formed to collaboratively explore and engage in TAMAM
school improvement journey, practice and acquire TAMAM competencies, and take the
responsibility of leading school-based improvement. The school principal stated, “we
institutionalized TAMAM in our organizational chart and created two lead teams to work on two
different improvement needs and we are ready to form new TAMAM teams with new emerging

needs.”

Adopting professional collaboration as the strategy to work within teams. As a result of
the lesson learnt from the participation in TAMAM model, professional collaboration was
adopted as a professional approach to enact teamwork at the school. All school members were
expected to understand it, possess the skills needed to practice it. Examination of the available
data gave indications that practices around forming teams and enacting them align with the
guidelines of the TAMAM professional collaboration competency. In fact, during the individual
interview with the principal, he emphasized the importance of having collaborative teams and
committees to solve school’s improvement needs. He said, “new TAMAM teams emerge with
new emerging needs.” He displayed the school’s 2019-2020 organizational chart which consists
of committees, preschool committee, cycle one and two committee, cycle three and four

committee, coordinators’ committee, and administrators’ committee. Each committee according
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to the principal had clear goals for improvement that are based on needs that are identified as a
priority by the school. Based on school documents analysis and researcher observation,
department meetings were also scheduled from the beginning of the year. Teachers, coordinators,
and administrators all met as teams whenever necessary. This ensured that all school members
were involved in teams or committees that achieve school goals and mission, work
collaboratively on minimizing school problems, and needs, and help the school continuously

grow and develop.

Documentation and formalization of school procedures and policies. Participation in
TAMAM project in the case school resulted in documentation and formalization of several
school procedures and policies. The TAMAM improvement initiatives generated templates that
outlined instructional supervisory functions and processes and organized documentation of
teachers’ evaluation processes that are now available to any school personnel and are officially
adopted as part of the policies and regulations at the case school. In fact, a new student profile,
teacher profile, and coordinator profile were also established framing the strategic directions for
the school and the standards used to evaluate effective teaching and coordination. Finally, the
TAMAM school-based improvement journey was adopted as the formal procedure to be
followed for initiating any school improvement projects. The TAMAM templates that provided
guidelines on planning, monitoring and evaluation of school-based initiatives became instituted
to organize documentation and were introduced to all school personnel as part of the case school

policies and regulations.

Documentation and formalization of school coordination procedures. The documents
generated as a result of following the TAMAM school improvement journey guidelines while
working on the two TSLT improvement initiatives were also institutionalized and are now
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available to any school personnel and are officially adopted as part of the policies and
regulations at the case school. Based on the school documents analysis and the final
improvement journey report, the first TAMAM improvement initiative at the case school aimed
at improving instructional supervision, which focused particularly on improving the formative
evaluation process between the coordinator and the teacher generated templates that outline
teacher evaluation procedures following the clinical supervision model. TSLT prepared
handbooks for understanding by design- another strategy introduced under the instructional
supervision improvement initiative. The latter became the official and unified lesson planning
method for all academic departments. Moreover, a handbook for cooperative learning, as well as
a handbook about supervision in the case school with its assumptions, roles, and tasks of
academic coordinators/ supervisors were prepared by TSLT members and formalized as part of
the school adopted instructional supervision formal functions and procedures. They also prepared
teacher and coordinator evaluation forms and classroom visit observation form, all officially

adopted by the school. The school principal (participant 2) affirmed that and said:

As the school principal and upon the decision of the school participation in TAMAM
project, | have to prove and translate my adoption of this project. When team members
worked on modifying school procedures and policies, I have to accept. I can’t take part of

what I like from this project and leave other part.

Formalization of school vision and standards of effective teaching and coordination.
Participation in TAMAM generated not only documents that were institutionalized and adopted
as formal guidelines and regulations, but also standards that framed the strategic directions of the
case school. As mentioned earlier, the first TAMAM improvement initiative concerned with

instructional supervision generated the teacher profile and the coordinator profile. These
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documents formalized the standards of effective teaching and coordination at the case school.
The second TAMAM improvement initiative related to students’ character building established a
new comprehensive student profile that included desired academic and behavioral characteristics
of the student. This student profile constituted the shared vision and the desired ultimate goal that
became unified among all school members who are now aligning their activities and

improvement initiatives towards achieving it.

According to PST, the nature of these two improvement initiatives contributed in their
significant influence on school policies. As said by the TAMAM project director (participant
13), “if TAMAM improvement initiative in the case school was only related to classroom
instructional strategies for example, it wouldn’t have affected the school structure as swiftly. But

the nature of these project initiatives made their impact within the structure of school pretty high

2

up.

Adoption of TAMAM model as a formal procedure for school improvement. There is
consensus among several sources of data that TAMAM school-based improvement journey
became the formal process adopted at the case school to guide any change initiative at the case
school (principal interview, summer meeting 2018, and individual interviews with TSLT
members). The implementation of the TAMAM improvement model at the case school resulted
in the adoption of several of its templates that outline planning, monitoring, and evaluating
school-based improvement processes. Based on the researcher observation, these templates were
formalized and introduced to all school personnel as part of the case school policies and
regulations starting year 2016-2017. The principal declared in the interview that TAMAM
improvement journey is also used as the framework of how to think strategically and work
systematically when dealing with any issue at the case school. He stated that in 2019-2020 all
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school members in their corresponding teams are required to follow TAMAM improvement
journey and work on improvement projects whereby they identify needs for improvement, design
an innovative intervention to address needs, plan for implementation and monitoring, and
evaluation. Hence, TAMAM became the officially adopted and unified procedure for the

school-based improvement process at the case school.

Introducing new roles and responsibilities for TSLT for leading school
improvement. Prior to TAMAM intervention, the school improvement was centralized and
considered as a sole responsibility of the school principal. Upon school participation in
TAMAM and with the increase of the expertise and leadership capacity of TSLT due to their
learning and acquisition of TAMAM competencies and improvement journey, new formal and
informal role responsibilities of TSLT members in leading school improvement were introduced.
What follows elaborates on the nature of this expansion of TSLT formal and informal roles and

responsibilities for leading school improvement.

Expanding TSLT formal roles for leading school improvement. Upon TAMAM
intervention, each TSLT member from his or her position (coordinator or administrator) had
additional formal responsibilities for leading school improvement. The principal interview, PST
group interview and summer 2018 meeting all indicated that TSLT members moved out of their
small teaching, coordination, and supervisory roles into leadership roles with the responsibility to
lead change initiatives at the case school. Namely, because of the school participation in the
project, teams were formed with the specific assignment of leading school improvement.
Consequently, members of the team had an added formal responsibility of working on
improvement projects and were expected to complete additional tasks that included identifying
needs for improvement, designing an innovative intervention to address this need, planning for
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implementation and monitoring, and evaluation. They formally had to engage in TAMAM
school improvement journey stations and practice and acquire TAMAM competencies that build
their leadership capacity for leading school improvement and assuming informal roles discussed

below.

Generating informal roles for TSLT. The principal interview, PST group interview and
summer 2018 meeting all affirmed that TAMAM offered TSLT members informal role
responsibilities beyond their regular tasks attributed to their acquisition of leadership skills.
Going back to research question two findings, the individual interviews with TSLT members
approved that their acquisition of TAMAM competencies and learning how to use evidence to
make decisions, improving their ability to document their work and to conduct inquiry, and
collaborative discussions with colleagues build their capacity. TAMAM project director
(participant 13) assured, “when we say building leadership capacity, we really mean it. The
expertise and the learning TSLT members acquire throughout TAMAM gained them informal
roles and responsibilities.” Based on the researcher observation, participant 3 who engaged in
TAMAM project since 2013 became a source of advice and reference to her colleagues. Same is
the case with the internal coach (participant 4\researcher). Both took the role of mentors who
provide support and guidance to colleagues to help them learn and grow professionally in a
relationship build on trust and respect. The internal coach also had an informal expert and
consultancy role to the school principal in later years. In 2018-2019, the school principal planned
for a monitoring station for the school administrative board to monitor and assess the school
plans in response to the current school situation and emerging challenges and needs. He
consulted participant 4 (who is not in this board) on how to plan for this monitoring station and

how the latter is practiced in TAMAM. As framed by the PST, “the role of participant 4 or the
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internal coach became wider. She had a consultancy role due to the learning she acquired from

TAMAM competencies and journey.”

Redistributing authority at the case school. Upon TAMAM intervention, there was a
gradual shift in the scope of authority granted to TSLT members. Upon school participation in
TAMAM and with the increase of the expertise and leadership capacity of TSLT due to their
learning and acquisition of TAMAM competencies and improvement journey, they earned expert
authority around the school that gave them authority to modify policies, make decisions, and lead

school improvement at the case school.

Influencing policy making. TSLT engagement in TAMAM project increased their
expertise and acquisition of leadership skills that earned them expert authority that is based on
evidence and knowledge. This authority increased their influence and impact on the school
policies and procedures as described above. Both the head of the school board and the school
principal in their interviews concurred that TAMAM increased the competence of TSLT
members. The head of school board noted that he got reports that prove the learning TSLT
members acquired throughout TAMAM and he also noticed that when personally dealing with
them. The school principal argued that in administrative board meetings, the difference between
TAMAM members and others is noticeable in terms of acquiring and practicing inquiry,
reflection, evidence-based decisions, and data analysis. This aligned with what the TAMAM
project director (participant 13) shared, “when we say building leadership capacity, we really
mean it.” She added, “TAMAM assumes other sources of power for school improvement, an
expert power that is based on evidence and knowledge.” TAMAM provided TSLT with an
expert power that is based on evidence and knowledge. This power increased their influence and
impact on the school policies and procedures (see documentation and formalization of school
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procedures and policies discussed above). TSLT prepared templates that outlined procedures
and organized documentation that are now available to any school personnel and are officially
adopted as part of the policies and regulations at the case school. The school principal did not
hesitate to accept these modified and new policies because according to him, they are based on

evidence and revised by professional academic experts which is the PST.

Participating in decision-making. TSLT expert power increased their influence on the
decisions making process at the case school and made them a de facto important part of it. In
summer 2018 meeting, the principal said, “I offered TSLT members the chance to participate in
decisions because of the evidence and knowledge they build. | approved their exceptional
privileges and rights and | opened for them space and floor to propose suggestions and be part of
the decision-making process at the school.” TSLT members in their individual interviews
confirmed that their participation in TAMAM increased their authority to make decisions and
prepared them to act without depending on their superiors. They reported that their voice has
become essential in the decision-making process at the school. Participant 3 assures that and
claims that decisions were more centralized and unilateral before. As a result of the participation
in TAMAM, opinions became heard, and decision-making has been since a shared process. She
adds, “The principal became more open to the contribution of all individuals and attentive to new
ideas.” TSLT members consistently made verbal statements that power is not only associated
with one’s formal position and their participation in TAMAM increased the leadership skills that
made them exercise their expertise as an integral part of the decision-making process which
became more participative at the case school than any time prior to their participation in

TAMAM.
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Leading school improvement. Prior to TAMAM intervention, school improvement and
related professional development were considered as the sole responsibility of the school
principal. As a result of the school participation in TAMAM, the principal acknowledged the
leadership capacity that was built in the team and passed the authority of leading school
improvement to its members by assigning formal roles for leading school improvement. During
the interview with the school principal, he described that at the conclusion of the capacity
building TAMAM journey for school improvement, TSLT members were assigned formal
responsibilities to lead school-based improvement by following TAMAM improvement journey
in which they identify improvement goals in their corresponding teams and departments, plan,
implement, monitor and evaluate improvement initiatives. Moreover, TSLT members reported
that they used the leadership capacities they developed in TAMAM as well as the TAMAM
school improvement journey as the framework to lead and induce school improvement initiatives

in their departments at the case school.

In sum, the participation in the TAMAM project had several impacts on the level of the
organization's structure. These structural changes included formally allocating time for planning
and coordinating professional development activities, the formation of several formal teams
responsible for continuous improvement, and documentation and formalization of several school
procedures and policies. Besides, upon school participation in TAMAM and with the increase of
the expertise and leadership capacity of TSLT members, new formal and informal role
responsibilities were allocated to them. Moreover, the scope of their authority was expanded
with their increased expertise that allowed them to modify policies, participate actively in the

decision-making process, and lead school improvement at the case school.

Normative Changes
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In addition to the structural changes, data analysis indicated that there were normative
changes at the level of the organization as a result of the school participation in TAMAM. The
two TAMAM improvement projects adopted at the case school did not only result in structural
changes but also normative ones. The formalized documentation mentioned above under
structural changes were not only templates institutionalized and officially adopted as the case
school policies and regulations, but also they reflected the normative shift in the professional
norms and beliefs that shaped the educational platform of the case school. The instructional
supervision handbook, the teacher and coordinator profiles, and the new comprehensive student
profile generated from the two TAMAM improvement projects captured norms that signal the
school changed educational platform. As a result, the school adopted a new student profile, new
characteristics of effective instructional supervision, and an expanded view of the professional
identity of teachers. Changes were also noted in the theory in use underlying the professional
development strategies adopted at the school level. And finally, new values and professional
norms seemed to have emerged and became shared among school members to enable effective

and sustainable school-based improvement.

The normative changes that emerged from the participants’ responses during the
interviews and the documents analysis will be described under the following titles, adopting a
new student profile; expanding the professional identity of TSLT members as well as teachers;
shifting the instructional supervisory approach; espousing job-embedded experiential learning as
the foundation of effective PD and enabling school-based improvement through shared

professional norms.

Adopting a new student profile. The proactive stance towards addressing the school
needs and welcoming innovative views and approaches encouraged TSLT members to rally for a
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new profile for the graduate that expanded beyond the acquired academic skills. The emerging
student profile constituted the shared vision of the graduate and incorporated a new view of the
facets of that learner that the school is working on developing. This newly formed vision of the
graduate was widely adopted around the case school and became the anchor of the improvement
initiatives that began to emerge around the school. According to the TSLT members and the
principal, TAMAM school-based improvement process, specifically its second station that
invited the leadership team to critically reflect on their deeply held views underlying the existing
vision triggered this normative transformation and instituted as the student profile as the anchor
of the school educational platform. Based on the researcher field observation and documentation,
TSLT members and the school principal realized during station two of TAMAM improvement
journey their limited view of the student and graduate profile as well as the absence of a unifying
vision. Though there were overlapping views on what the school members wanted their students
to acquire, the translation of these views was dominated by academic learning outcome, while
the clearly held moral values around the school were considered outside the realm of the planned
curriculum. The participation in TAMAM allowed TSLT members as well as the school
principal to reconsider their curriculum goals and to adopt a holistic view of the student. This
shift led them to establish a new comprehensive student profile that included both desired

academic and behavioral characteristics of the case school student.

Expanding the professional identity of TSLT as well as teachers. The participation in
TAMAM seemed to have triggered a change in the professional identity of TSLT members as
well as the teachers in the case school. It broadened their role responsibilities as well as the scope

of their authority to actively participate in leading school improvement initiatives at the case
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school. This new professional teachers’ identity became essential for building school capacity

that facilitated school-based improvement and enhanced its sustainability in the school.

Expanding the role responsibilities of TSLT as well as teachers. Participation in
TAMAM seemed to have contributed to expanding the responsibilities of TSLT members and
teachers. It redefined their professional identity beyond their formal supervisory and teaching
roles respectively. There was ample evidence of the adoption of the TAMAM professional norms
at the TAMAM team level, there was also evidence of a wider valuing of these norms at the
school level. These norms call for building leadership capacity for school-based improvement at
the school level whereby members of the school community view their role as encompassing the
responsibility to lead improvement at their school each from his or her assigned position. Based
on the principal interview, the researcher documentation and observation, the case school
adopted these professional norms as a shared broadened conception of teachers’ roles, and they
became disseminated onto its divisions and departments. This expanded the professional identity
of all school members and added new expectations and desired behaviors and practices to their
roles. Based on school documents analysis, the teacher and coordinator profiles as well as
evaluation forms for coordinators and teachers prepared by TSLT members during their
improvement project, encompass leadership skills inspired from TAMAM competencies such as
ability to work in teams, critically reflect, deprivatize practice, inquire, plan, monitor, and
document practices and work. These skills constituted desirable behaviors and additional
elements that expanded the role conceptions of all members at the case school and are linked to
having them hold responsibilities beyond teaching and coordination to leading school- based

initiatives.
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Expanding the scope of authority of TSLT as well as teachers. Participation in
TAMAM seemed to have contributed to expanding the scope of authority of TSLT members as
well as teachers allowing them to lead school-based improvement at the case school. As said
before, TSLT expert power that is based on knowledge and expertise increased their authority in
leading school improvement. This newly acquired expert authority redefined their professional
identity to encompass new sources of authority beyond their formal roles. The emerging norm of
distributive leadership became valued all around the school as essential for building school
capacity that facilitated school-based improvement and enhanced its sustainability in the school.
In fact, TSLT members in their individual interviews confirmed that their participation in
TAMAM increased their leadership capacities which helped them take on the responsibility to
lead and adopt any change initiative in the case school. They considered that their participation
in TAMAM developed their belief that they are agents of change in their educational institution.
They also attributed the fact that TAMAM invested in their assets, developed trust, and induced
higher levels of personal commitment and involvement in school improvement, to their changed
view of their expanded role with its expert authority. TSLT members reported feeling
empowered to lead change without imposition from any authority figure. During their individual
interviews, they consistently made verbal statements that leadership is not only associated with
one’s formal position and their participation in TAMAM increased their motive and
responsibility to lead and adopt any change initiative in the case school. Besides, as described by
the principal during his interview, all TSLT members led group of teachers to identify
improvement goals in their departments and plan for improvement initiatives. This reflect how
the TSLT exercised their newly earned expert authority while being part of the process of

leading school-based improvement at the case school.

220



Shifting the instructional supervisory approach. Additionally, the school instructional
supervision theory in use shifted fundamentally towards making professional development
central to the supervisory functions at the school, and introducing formative evaluation as the
strategy to enhance its outcomes. Unlike the traditional approach to supervision that used to
dominate the school practices, the newly emerging platform is not punitive, and hold the school
responsible beyond setting expectations for the teachers to providing the support they need to
learn and continuously grow professionally. The instructional supervision handbook reflected
shift to being developmental and based on coaching and mentorship as the foundations for the
new philosophy of supervision followed at the case school. This normative change was
manifested in the adopted approaches to supervision towards becoming based on helping
teachers progress in their profession to reach their full potential through a partnership that is held
by a bond of trust and respect, and that provide guidance and encouragement. As reported in
TSLT final report, the description of the monitoring stops that were performed by TSLT
members while implementing the instructional supervision activities, demonstrated this profound
shift in the educational platform. In fact, several monitoring stations were performed by TSLT
members (coordinators) during their first improvement initiative related to instructional
supervision where data was collected from teachers by individual interviews, focus groups, and
evaluation papers at different time intervals to assess their performance. Data analysis comparing
these documented practices to the results of the focus groups initially done in 2013-2014 with
teachers, showed major change in TSLT (coordinators) views and practices of effective
supervisory approach. Teachers pointed that they now view effective coordinators the ones that
work on building trust, share experiences, identify teacher's concerns and ideas about instruction

and learning, combine the school needs with the personal professional growth needs of the
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teachers, build a common language, elicit teachers’ potentials, and communicate in a

collaborative, and shared dialogue with teachers.

Espousing job-embedded experiential learning as the foundation of effective PD.
TAMAM helped reframe the theory in use of effective professional development (PD) at the case
school from traditional professional development approaches imposed on teachers to an
approach rooted in designing and valuing job-embedded learning that involves them and engages
them in continuous and ongoing learning experiences. The newly espoused professional
development at the case school involved more experiential approaches that are customized to the
needs of the learners, respective of the context; designed in a manner to provide challenge and
support and to follow up with the teachers while implementing. During the interview, the school
principal said, “TAMAM is not like discrete PD workshops and training... TAMAM changed the
concept of PD at school...TAMAM is not copy-paste... TAMAM approach of PD is based on
research and expertise and provides follow up from trustworthy and professional experts.” He
also compared between the previous and the current state of professional development at the case
school by saying, “professional development shifted from being improvised to being based on
clear TAMAM professional norms and procedures.” According to him, any new professional
development is seen in connection with a change initiative and designed to align with the
guidelines of the TAMAM approach of PD. In fact, these guidelines became integral to
professional development attempts at the case schools. Namely, PD design encompassed
identifying needs, emphasizing the importance of evidence, customization capacity building to
school context, planning, monitoring, and evaluation, as well as systematic documentation. He

provided an example by saying:
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Upon adopting the intervention of the character-building professional development
program in the school, which was in contract with a specialized consultancy company,
we refused to impose it on school members and we refused to over-rely on the outside
expert or consultant. We formed a TAMAM team that had to follow the TAMAM
improvement journey for this program in terms of planning workshops and hearing

school members’ needs and opinions.

Moreover, the principal indicated, during the interview, that one of the main
responsibilities of the full-time academic and PD coordinator position he wanted to
institutionalize is to ensure the alignment of current and new professional development attempts

with TAMAM PD approach.

Enabling school-based improvement through shared professional norms. The
TAMAM project's emphasis on building the team leadership capacity to enable transformational
change at the school resulted in the adoption of a set of professional norms associated with
effective and sustainable school-based improvement. The individual and collective learning of
TSLT members of TAMAM competencies of inquiry, documentation, evidence-based decisions,
professional collaboration, reflection, and others evolved into new shared values and
professional norms that enable school-based improvement. During the interview, the school
principal argued that in administrative board meetings, the difference between TAMAM
members and others is noticeable in terms of having these professional norms of collaboration,
inquiry, reflection, evidence-based decisions, data analysis and resilience to face and overcome
challenges and obstacles necessary in the process of school-based improvement. He said, “people
who engaged in the TAMAM learning process developed professional norms and values that aid
them in the process of school improvement.” The head of the school board stated that he got
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reports that prove the learning TSLT members acquired throughout TAMAM that qualified them

to lead and sustain school improvement.

While there was ample evidence of the adoption of the TAMAM professional norms at
the team level, there was also evidence of a wider valuing of these norms at the school level and
as a result new shared values and professional norms that shape practice in the case school and
become tacit understandings disseminated in the organization. In fact, these widely shared
professional norms provided an enabling environment for effective and sustainable school-based

improvement.

The interviews with the head of the school board and school principal, as well as the final
report, pointed out that TAMAM professional norms and values became shared among school
members. The school board head said, “we strategically encouraged the dissemination of
TAMAM professional norms and advocated it to become an integral part of the school culture.”
The school principal stated, “TAMAM impact on school culture is huge and I worked on
spreading it; and anyone who cannot fit in it will not be able to work and lead the improvement
of the case school.” During the interview, the principal provided an example of a new director
who was hired at the case school. He reported that she did not intersect and coincide with the
“TAMAMI” professional values necessary to lead school improvement and ended up leaving the
school. He said, “Today, our school has shared professional norms for school improvement and a

culture that dismisses anyone who cannot fit in.”

Concluding Note

To conclude, the participation in the TAMAM project had several impacts on

organizational learning. The latter is manifested by a myriad of structural and normative impacts
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on the case school. The structural changes tackled changes in the formally allocated time for
planning and coordinating professional development activities, the formation of several formal
teams for continuous improvement, the documentation and formalization of several school
procedures and policies, the new formal and informal role responsibilities introduced to TSLT
members, as well as the expert authority that allowed them to modify policies, make decisions,
and lead school improvement at the case school. Moving to normative changes, the participation
in TAMAM contributed in key changes in the school's widely adopted educational platform,
namely, adopting a new student profile, reframing the theories in use underlying instructional
supervision and professional development at the case school and expanding the professional
identity of teachers. Finally, the individual and collective learning and valuing of TAMAM
competencies resulted in new values and professional norms that seemed to have emerged and
shared among school members as enabling conditions for effective and sustainable school-based

improvement.
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CHAPTER V
DISCUSSION, CONCLUSION AND IMPLICATIONS

This research study is a collaborative evaluation study that involves an in depth
evaluation of TAMAM capacity building model in one of its participating schools and follows a
qualitative case study design that also adopts a collaborative evaluation study.. It has a threefold
purpose: (1) to examine the effectiveness of TAMAM’s capacity building model in reaching its
desired changes in the professional knowledge, skills, and attitudes of the TAMAM school lead
team (TSLT) members, (2) to explore its impact on their motivation, and (3) to explore its impact
on the school organizational learning in terms of its professional norms and structure. This
chapter encompasses the discussion of the results of the research questions of the study, the

conclusion, and the implications for practice as well as recommendations for further research.
Discussion of the Results

Findings for the first research question showed that TAMAM capacity building model
seemed to have reached to a large extent its desired changes in the professional knowledge,
skills, and attitudes of TSLT members in terms of TAMAM competencies and improvement
journey that empowered them to lead effective and sustainable school-based improvement. TSLT
members’ participation in TAMAM project resulted in considerable growth in their leadership
capacity as measured through their acquisition of TAMAM competencies’ knowledge, skills, and
attitudes. TSLT members in the case school also achieved considerable overall growth in all
dimensions of the eleven TAMAM competencies. They met the project’s expectations in all
competencies except for one competency that partially met the project’s expectations as detailed
by the TAMAM Master Rubric. The ten TAMAM competencies met by TSLT members were
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reflective dialogue and practice, inquiry, evidence-based decisions, decisions and actions driven
by needs, deprivatization of practice, systematic documented practice, evolving design planning,
professional collaboration, participative leadership for continuous improvement, and mentoring

approach. The last competency which is the job-embedded experiential learning was the only

competency that was partially met as delineated by TAMAM Master Rubric.

In addition, TSLT members had met and exceeded the expectations in all the stations of
the journey that were completed. Hence, they acquired the knowledge and skills for initiating,
planning, implementing, monitoring and evaluating of the school-based improvement process as
detailed in the stations’ rubric. Besides, the overall attitude of the team towards the usefulness of
this journey was very high. TSLT members also acquired a process they can always use to
initiate and lead improvement initiatives at their school as well as use it as a job-embedded

experience of building capacity towards leading change initiatives.

Findings for the second research question showed that TSLT participation in the
TAMAM project had a positive impact on strengthening the team motivation and sustaining their
commitment towards leading improvement initiatives at their school. In fact, TSLT members
reported that their participation in TAMAM project increased their feelings of competence,
autonomy, and collaboration that subsequently increased their motivation and empowered them
to be agents of change. However, the increase in motivation that the team members reported as a
result of their participation in TAMAM did not hold steady in face of the challenges that
emerged throughout their TAMAM experience. In fact, most TSLT members reported that their
level of motivation fluctuated and went down considerably when the challenges they are facing
became too hard to bear. However, despite the challenges, TSLT sustained participation in
TAMAM can be linked to their gradually increased resilience. Based on the results, the
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continuous support provided by the PST helped them acquire the skills to respond and cope with
changes more effectively and efficiently. PST approach that involved mentoring with a balance
of support and challenge provided interventions that rescued the team from the drop in their
motivation and built their resilience while going through the ups and downs of the program in

term of motivation.

Finally, findings for the third research question showed that the participation in TAMAM
project had triggered organizational learning. The latter is manifested in a myriad of structural
and normative changes on the case school. The structural changes tackled changes in the
formally allocated time for planning and coordinating professional development activities, the
formation of several formal teams for continuous improvement, the documentation and
formalization of several school procedures and policies, new formal and informal role
responsibilities introduced to TSLT members, as well as the acknowledgment of their acquired
expert authority that expanded their decision making power to modify policies, and lead school
improvement at the case school. As for normative changes, they were apparent in key changes in
the school widely adopted educational platform; namely, adopting a new student profile,
reframing the theories in use underlying instructional supervision and professional development
at the case school and expanding the professional identity of teachers. Finally, the individual and
collective learning and valuing of TAMAM competencies resulted in adopting them as the
school new professional norms that seemed to be shared among school members and viewed as

enabling conditions for effective and sustainable school-based improvement.

In this section, these findings are discussed under a number of claims that the researcher

has developed through examining the results in light of the initial conceptual framework based
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on the literature reviewed and making comparisons to acquire a more in depth conceptual

understanding of the results and their implications.

Effectiveness of TAMAM Capacity Building Model

TAMAM capacity building program seems to have succeeded in building the leadership
capacity of the TSLT to lead sustainable school-based improvement through adopting effective
strategies that triggered the participants professional learning and sustained it until they acquired
the competencies that are associated with successfully leading sustainable school-based
improvement. In this section, the effectiveness of TAMAM capacity building model is discussed
in terms of the outcomes it achieved in building TSLT members’ leadership capacities to lead
school improvement. It also discusses TAMAM professional development (PD) approach as an
effective strategy to trigger professional learning through being aligned with adult learning
theories and congruent with the characteristics of effective PD that promotes capacity and

strengthens commitment towards actively engaging and leading school-based improvement.

TSLT acquired leadership capacity to lead sustainable school-based improvement.
The effectiveness of TAMAM capacity building model is manifested in terms of the outcomes it
achieved with the TSLT members acquiring the elements associated with the capacity to lead and

sustain school improvement.

According to the reviewed literature, building broad-based leadership capacity among
school members is essential to ensure the success of school-based improvement initiatives and
the sustainability of their impact (Dimmock, 2012, Guhn, 2009, Harris & Young, 2000, Lambert,
2003). Developing teacher leadership is believed to be central to achieving this broad-based

leadership capacity (Lambert, 2003). Hence, teachers become active agents of change and their
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collective leadership capacities become the driving vehicle for building the school’s capacity for
sustainable improvement. On the other hand, Lambert et al (2016) indicate that high broad-based
leadership capacity is achieved when teachers and other school members are actively engaged in
professional collaboration, problem solving, reflection, inquiry, and data-based and shared
decision-making, as well as holds shared responsibility and accept accountability while keeping
students’ learning as the focus. Many other scholars agree that building teachers’ knowledge,
skills, and competencies of collaboration, reflection, and inquiry promotes building their
leadership capacities that are the driving vehicle for sustainable improvement and
transformational learning and change (Fullan & Hargeaves, 2016; King & Newmann, 2001;

Mitchel & Sackney, 2011; Snell & Snawson, 2000).

The finding of this study provided consistent and ample evidence that as a result of their
participation in the TAMAM capacity building program, TSLT members have acquired
competencies of collaboration, reflection, inquiry, and others which scholars agree that they are
indicative of high leadership capacity for school improvement. All TSLT members linked this
capacity built to enhanced competence which increased their level of motivation to lead school-

based improvement.

Moreover, many scholars agree that acquisition of these specified competencies results in
a sense of enhanced competency, autonomy, and relatedness which leads them to display high
levels of motivation towards leading school-based improvement as postulated by self-
determination theory (Angeline, 2014; Hamilton et al., 2018; Hill, 2015; Musanti & Pence,
2010). According to Hamilton, Forde, and McMahon (2018), to foster teacher engagement in
leading change, building leadership capacity is crucial. They also add that fostering the
autonomy of teachers in their professional learning is critical to building their leadership
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capacity. Vaughan and McLaughlin (2011) reported in a study on reading teachers, that teachers
who took ownership over their learning and decision-making during professional development

activities had a stronger level of motivation towards leading change. Others found that engaging
in inquiry and reflection allow teachers to contribute in their self-professional development that

serve their own needs which foster their motivation to lead (Angeline; 2014).

Building capacity the way TAMAM is doing not only targets acquisition of the
knowledge and skills but also results in building positive attitudes towards change and high
levels of motivation to school improvement because of the enhanced competency, autonomy, and
relatedness as postulated by self-determination theory (SDT). In fact, findings showed that all
TSLT members agree that their participation in TAMAM increased their autonomy and hence
their motivation towards actively engaging and leading school-based improvement. In their
individual interviews, TSLT members confirmed that their participation in TAMAM job-
embedded professional development in the form of the school improvement journey increased
the scope of their authority to make decisions and decreased their dependency on their superiors
especially when it comes to their own learning. They linked their increased motivation to school
improvement to their feeling that their voice had become important in the process of making
decisions at the case school. TSLT members consider that their participation in TAMAM
developed their belief that they are agents of change in their educational institution. They
consistently made verbal statements that with their realization that power is not only associated
with one’s formal position, they believed that their participation in TAMAM increased their

motive and responsibility to lead and adopt any change initiative in the case school.

Finally, several scholars consider professional collaboration a key leadership skill that
builds capacity and strengthens the motivation to school improvement. Angeline (2014) claims
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that building teams provided opportunity for the music veteran teachers to share their experience
and guide innovation and change process. Similarly, Musanti and Pence (2010) study showed
that teachers clearly related their self-growth and development to their collaboration since
through the process of collaboration, teachers are found to value their interdependences; they felt

less isolated and viewed themselves as knowledge constructors and continuous learners.

TAMAM is based on building lead teams for school improvement. All available data
gave indications that practices around forming teams and enacting them align with the guidelines
of the TAMAM professional collaboration. During their interviews, TSLT members especially
coordinators made verbal statements that TAMAM has promoted professional collaboration and
this became evident in how the team members interacted with their colleagues. This constant
interaction resulted in team bonding with feelings of mutual interests and an eagerness to share
solutions and success stories with others and served as a motivation to work on developing their
points of weakness. Team members as a result of their participation in TAMAM became
supportive and responsible for helping and feedback to each other. TSLT members
(coordinators) linked their decrease in relatedness and connectedness they used to have in
TAMAM meetings to their lowered motivation during the year of 2018-2019. They attributed
that to their increased sense of isolation and worry about their problems and their fears to
explicitly share their challenges with the principal as they used to with colleagues in TAMAM

weekly meetings.

In sum, the effectiveness of TAMAM capacity building program is manifested in the
outcomes reflected in the leadership competencies and heightened level of motivation towards
change that the team members reported as acquired. These competencies align with what the
reviewed literature reports as leadership capacity for sustainable school-based improvement.
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Central to this capacity is a sense of enhanced competence, autonomy, and relatedness that
prepared the TSLT and strengthened their motivation towards actively engaging and leading

school-based improvement towards inducing sustainable improvement at the case school.

Professional development (PD) approach that promotes capacity building. TAMAM
capacity building follows a PD approach, unique to the Arab region, that promotes members’
professional learning and builds their capacity to lead sustainable school-based improvement.
TAMAM PD approach shifts the focus from traditional, rigid, imposed, and discrete activities
into designing professional learning experiences that ensure teachers’ transformative learning

and that align with the design criteria of effective PD documented in the international literature.

The literature on professional development critiques dominant conception of professional
development that considers teachers as deficient and in need of externally prescribed PD
programs that are delivered to them (Webster-Right, 2009). Others found that teachers mostly
receive planned, occasional, and workshops and PD programs that are disconnected from their
needs and learning priorities (Darling-Hammond, 2009). Wilkinson (2003) designated these
programs as traditional and ineffective highlighting that they are top-down directed programs,
with no teacher engagement, no follow up, and no direct relation to content. Such traditional
designs of PD programs are common in developing countries including the Arab region and are
often copied without any attempt at adapting or customizing the design to the local priorities and
sociocultural context of schools (Dayoub & Bashiruddin, 2012; Karami-Akkary, 2011).
Furthermore, in the Arab context, evaluating program effectiveness, if present, is restricted to the
satisfaction of the participants with the training session, without further evaluation of the impact
it had left on their practice (Karami-Akkary, 2014). As a result, the immediate feedback to the
trainers or presenters may make the professional development activity appear successful, yet,
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without giving the teachers the chance to ingrain that knowledge in real life experiences, the

effectiveness of these designs remains unchecked.

However, TAMAM’s capacity building model sets the project apart from these
ineffective PD practices in the region as it possesses the characteristics of effective PD programs
as documented in the literature. As many international scholars recommend effective PD
programs are long term, include active learning, experiential, continuous, interactive,
collaborative, innovative, reflective, context- related, practice-embedded and planned according
to teachers’ needs (Webster-Right, 2009; Darling-Hammond, 2009; Wilkinson, 2003). These
effective programs are the ones that provide holistic professional learning experiences that are
context-specific and sensitive to the needs of teachers (Webster-Right, 2009). They also involve
teachers in designing, planning, and implementing professional development activities (Herner-
Patnode, 2009; Darby, 2008). Moreover, effective PD programs set learning outcomes that are
aligned with the organizational vision and goals. Finally, collaborative professional learning,
action research, and critical reflection are widely discussed in the literature of PD as important
components of effective PD programs that ensure transformative and sustainable learning for
teachers especially in the context of helping them to acquire leadership skills of sustainable

school-based improvement (Fullan & Hargeaves, 2016).

The findings of the study provided ample evidence that TAMAM PD approach focused
on the professional growth and learning that responded to the needs and priorities of the
participants. TSLT members and the school principal noted the fact that the TAMAM PD
approach is job-embedded, encouraged members to experientially learn, continuously try, and
gave them the time and space for experimentation. Findings also showed that TAMAM capacity
building program enabled TSLT members to continuously interact, meet, reflect, plan, inquire,
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collect data, analyze it, and reach conclusions on job-embedded issues and concerns.
Collaborative professional learning, action research, critical reflection, inquiry, and others
emphasized in the literature are part of TAMAM competencies to be acquired by TSLT members
to ensure transformative and lifelong learning for them and help them acquire leadership skills
that make them better learners and leaders of change. Moreover, the findings of this study
illustrated how TAMAM involved teachers in designing, planning, and implementing school
improvement initiatives while closely monitoring their progress, and responding to their inquiries
and tailoring the training visits and workshops based on their readiness, emerging needs and pace
in progress on the journey. Finally, TAMAM PD approach in the case school managed to align
its support for the team with long-term and strategic directions that the lead team and the
principal set for the school. It ensured its alignment with the school’s vision and improvement

goals.

Besides, several scholars also link the design of the PD itself and the level of
participation of the beneficiaries of these programs to gaining more competence, autonomy, and
relatedness hence fostering the motivation to lead change and school improvement. Schieb and
Karabenick (2011) claim that including educators and other major stakeholders in the planning
process and the setting of goals for PD often results in an improved ability for participants to
translate their experiences more effectively in the classroom. As designed, TAMAM PD program
is conducive to gaining more competence, autonomy, and relatedness promoting teacher
leadership that fosters their capacity towards actively engaging and leading school-based
improvement and strengthens their continuous commitment to change. All TSLT members in the
individual interviews agree that their participation in TAMAM increased their competence and

attributed this increase in competence to their acquisition of the TAMAM competencies,
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TAMAM journey, PST training and follow up, and the professional development activities they
implemented and engaged in their TAMAM improvement projects which involved reading
articles, training workshops, and were directly related to their professional roles at the case
school. TAMAM design which involves TSLT members in all of its journey stations of need
identification, planning, implementation, monitoring, and evaluation also grants them more
authority and autonomy especially in aspects that improve their ability, readiness, and
preparedness to lead change initiatives in their school. Findings also showed how TAMAM
capacity building model fostered relatedness and collaboration among TSLT members through
strengthening interactive relationships between them. The design of TAMAM intervention was
based on building lead teams for school improvement and professional collaboration was one of
TAMAM competencies necessary to enact teamwork at schools. In addition, TAMAM PD
design which involves continuous monitoring and support by the PST helped built TSLT
members’ resilience when their motivation fluctuated while going through the program.
Nevertheless, resilience still emerged as a key skill that the program design did not address
explicitly. More direct targeting of this competency while building leadership capacity of
individuals will more likely to sustain their motivation throughout their engagement in the
program. According to Becvar (2013), resilience refers to the capacity of those who, even under
the most stressful circumstances, are able to cope, to rebound, and to go on and thrive. They
regain their balance following crises and build necessary requirements for accommodation and

adaptation. Hence, focusing on resilience is key to improving the TAMAM design.

All these characteristics qualify the TAMAM PD program as effective in promoting the
team professional learning, preparing them and motivating them to lead and sustain school-based

improvement.
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Acquiring Sustainable Organizational Learning and Development

The school participation in TAMAM fostered the school’s organizational learning and
development at different levels. Based on the analysis of the results, the school now functions as
a learning organization which is self-renewing, flexible in structure, adaptive to change, and
innovative. As a result of its participation in TAMAM the school now possesses several

characteristics that foster organizational learning and ensure the sustainability of improvement.

Building school capacity. Senge (1990, 2006) and King and Newmann (2001) relate
school capacity to organizational learning and development. Scholars provide many factors that
enable schools to develop their capacity for sustainable improvement. Building individual and
collective leadership skills, having shared vision, interconnectedness of individuals, and having
external support are some of the factors discussed in the literature that promote school capacity
and its organizational learning and that emerged as impact enhancing school capacity for

improvement as a result of its participation in TAMAM.

Building individual and collective leadership skills. It is discussed earlier how TAMAM
capacity building model tackles TSLT members’ competence and build their leadership
capacities at the individual and team levels, and according to the literature this is related to
organizational learning and development. Enhancing the learning of individuals (Collinson et al.,
2006) and providing staff with opportunities that cultivate and develop their knowledge,
competencies, and performance capabilities (Fullan, 2000; Hoy & Miskel, 2008; Silins, Mulford,
& Zarins, 2002) are essential for organizational learning and self-renewal. These learning
opportunities require inquiry, questioning, problem-solving, data collection and analysis

(Collinson et al., 2006) which are integral in TAMAM capacity building program as discussed
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earlier and were identified as an outcome of the professional learning of the team members.
Another factor that fosters schools’ organizational learning is the dissemination of this individual
learning to all school members (Collinson et al., 2006). Collective learning occurs through daily
interaction, dialogue, and collaboration between school members (Collinson et al., 2006;
Sergiovanni, 2007) in a trusting and collaborative climate (Silins et al., 2002). As reported in the
results, the individual and collective learning of TSLT members of TAMAM competencies of
inquiry, documentation, evidence-based decisions, professional collaboration, reflection, and

others were disseminated to all school divisions and departments.

Building a shared vision. Mitchel and Sackney (2011) claim that for schools to build
their capacities for sustainable school improvement, they need to have: shared vision and goals
among school personnel. Senge (1990, 2006) also emphasized the importance of building a
shared vision that takes the school to growth and transformation. In fact, the participation in
TAMAM developed a new student profile that became the anchor of its shared vision of the
graduate and incorporated a new view of the facets of that learner that the school is working on
developing. This newly formed vision of the graduate was widely adopted around the case
school and became the anchor of the improvement initiatives that began to emerge around the
school after the conclusion of the capacity building program. Having such a shared vision

contributes in building the school capacity that promotes the learning of the institution.

Forming formal teams\committees for continuous improvement. Mitchell and
Sackney’s capacity building (2011) emphasize the importance of building professional learning
communities characterized by strong personal, interpersonal, and organizational capacities to
allow lasting improvement. They also claim that for schools to build their capacities, in addition
to having shared vision, they need to have collective professional learning, ongoing
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experimentation and data-based decision-making, and a culture of teamwork, trust, and

collaboration among school members.

Following the participation of the school in TAMAM, professional collaboration was
strengthened in the case school and hence constituted a characteristic that indicates the school
growing capacity for continuous learning. As reported in the results, the school administration
decided to create improvement teams to lead the future improvement initiatives at the school.
The teams were formed to mirror the TSLT, a central feature of the design of the TAMAM PD
model of school-based improvement. These teams are given formally assigned responsibilities
that include setting clear goals and identifying needs that were assessed as a priority by the
school community. Professional collaboration has also been adopted as the guiding approach to
follow in those newly formed teams. During the interview with the principal and the TSLT, it
became clear that the newly formed teams are indeed engaged in achieving school improvement
goals that are aligned with the school vision and mission, while working collaboratively on

minimizing obstacles to continuous improvement.

Providing external support. According to Hopkins and Reynolds (2001), capacity
building involves developing strategic plans and using external support rather than only
developing teachers’ learning. Harris (2001) highlights the importance of external sources of
support as indispensable factors for building capacity for school improvement. The PST is
considered this external support to TSLT members and the case school which helped in building
its capacity necessary for the school learning and growth. PST provided a balance of support and
challenge which they considered essential to keep TSLT engaged. In fact, PST training approach
is based on continuous monitoring and follow up and is information-heavy. As such, they
interfered whenever they identified that there is a major breakdown or crisis. They continuously
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monitored team members’ momentum and offered the necessary support, coaching, guidance,

and training whenever needed.

Developing shared professional norms. Based on the results, the individual and
collective learning of TSLT members of TAMAM competencies of inquiry, documentation,
evidence-based decisions, professional collaboration, reflection, and others evolved into new

shared values and professional norms that enable school-based improvement.

Hoy and Miskel (2008) assure that as individuals engage in social interaction and
professional collaboration in school settings, common conceptions of desirable and acceptable
behavior develop and as a result new shared values can arise setting the foundation for the new
professional norms that take holds shaping practice in the school organization. Collinson et al
(2006) stated that organizational learning is dependent on the shared and tacit meanings and
understandings among members. It fosters cognitive learning and change in individuals and
groups that involve inquiry and questioning of their deep taken for granted assumptions and
values to develop new professional norms and values possessed and shared among school
members. Hence, behavioral change of practices and operations in organizations occurs as a

result of organizational learning.

While there was ample evidence of the adoption of the TAMAM professional norms at
the team level, there was also evidence of a wider valuing of these norms at the school level. As
a result, new shared values and professional norms that shape practice in the case school have
become tacit understandings disseminated in the organization. In fact, these widely shared
professional norms have constituted desirable behaviors and provided the enabling environment

for effective and sustainable school-based improvement.
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Questioning taken for granted theories in use. The participation in TAMAM project
promoted the school organizational learning for it invited TSLT members and the school
principal to question taken for granted theories in use and contributed in reframing the theories in

use underlying instructional supervision and professional development at the case school.

According to Collinson et al (2006), organizational learning involves questioning of the
deep taken for granted assumptions and values and the willingness to develop new ones
possessed and shared among school members. Senge (1990, 2006) claims that constantly
examining, questioning, and changing assumptions and theories in use are at the core of the

organizations’ continuous and sustainable renewal.

TAMAM helped reframe the theory in use of effective professional development (PD) at
the case school from traditional professional development approaches imposed on teachers to an
approach rooted in designing and valuing job-embedded learning that involves them and engages
them in continuous and ongoing learning experiences. Additionally, the school instructional
supervision theory in use shifted fundamentally towards making professional development
central to the supervisory functions at the school and introducing formative evaluation as the
strategy to enhance its outcomes. Unlike the traditional approach to supervision that used to
dominate the school practices, the newly emerging platform is not punitive, and hold the school
responsible beyond setting expectations for the teachers to providing the support they need to
learn and continuously grow professionally. The above supports the claim that TAMAM
promoted the school organizational learning for it questioned taken for granted theories in use

and contributed in reframing them.
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Democratic and flexible school structure. The participation in TAMAM project
promoted the school organizational learning for it fostered a professional, open, and shared

structure at the case school.

Providing democratic and supportive structure systems is considered necessary to foster
organizational learning and self-renewal (Collinson et al., 2006; Hoy & Miskel, 2008; Silins et
al., 2002). Collinson et al. (2006) consider that individual and collective learning in a learning
organization is associated with a democratic model of governance that values school capacity.
Learning organizations allocate more time for teachers and provide them with sufficient
resources to promote their professional development (Silins et al., 2002). The structural
organization of the school is flattened, and control and authority become more open and shared.
Teachers acquire more power in the organizational decision-making process as rules and
procedures become shared (Hoy and Miskel, 2008; Collinson et al., 2006; Silins et al., 2002).
Members of the staff are viewed as professionals who have the expertise and competence to
make important organizational decisions. Teachers are active participants in all aspects of school
functioning such as school policy formulation, review of current practices, establishing future

directions, and sharing information with parents and the community (Silins et al., 2002).

The finding of the study showed that participation in the TAMAM project had had
several impacts on the structure of the case school. PD gradually has become a central function
in the school structure that required allocating responsibilities and formal time to several
positions. The case school formally allocated time for planning and coordinating professional
development activities by assigning a part-time internal coach, reducing teaching load for TSLT,
adjusting the school schedule, and creating a permanent full-time academic and PD coordinator
to sustain the impact of TAMAM. The case school structure proved to have become adaptive to
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ongoing changes emerging from the participation of TAMAM. It allowed the formation of
several formal teams for continuous improvement and welcomed the documentation and

formalization of several newly developed school procedures and policies.

Besides, prior to TAMAM intervention, the school improvement was centralized and
considered as the sole responsibility of the school principal. Upon school participation in
TAMAM and with the increase of the expertise and leadership capacity of TSLT due to their
built leadership capacity, new formal and informal role responsibilities of TSLT members in
leading school improvement were introduced as well as the expert authority that allowed them to
modify policies, make decisions, and lead school improvement at the case school. TSLT
members in their individual interviews confirmed that their participation in TAMAM increased
their authority to make decisions and prepared them to act without depending on their superiors.

They reported that their voice has become essential in the decision-making process at the school.

Such professional, open, and shared structure induced in the case school as the result of
the participation in TAMAM is another characteristic that allow its organizational learning and
development facilitating the transformation to becoming a self-renewing school that welcomes

innovation and continuously initiates improvement actions.

Conclusion

TAMAM capacity building program seemed to have the potential of having an impact
beyond its stated objectives. The effectiveness of TAMAM capacity building model was
illustrated in terms of the outcomes it achieved in building TSLT members’ leadership capacities
that prepared them and motived them to lead school improvement. TAMAM capacity building

model developed TSLT members’ knowledge and skills via its job-embedded school
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improvement journey that provided a learning experience for them to acquire a set of
competencies that are linked in the literature with possessing leadership capacity that enables
them to lead and sustain school improvement. Lead team members became active agents of
change and their collective leadership capacities became the driving vehicle for building the

school’s capacity for sustainable improvement.

The effectiveness of TAMAM capacity building program was attributed to its approach
and design that make it unique in the Arab region. TAMAM PD approach promoted members’
professional learning and leadership capacities for school improvement. It was long term, active,
experiential, continuous, interactive, collaborative, innovative, reflective, context- related,
practice-embedded and planned according to teachers’ needs. It also involved lead teams in
designing, planning, and implementing PD and is aligned with the school’s vision and
improvement goals. Collaborative professional learning, action research, critical reflection,
inquiry, and others emphasized in the literature were part of TAMAM competencies to be
acquired by TSLT members to ensure transformative and lifelong learning for them and help
them acquire leadership skills that made them better learners and leaders of change. Moreover,
TAMAM design of PD was conducive to gaining more competence, autonomy, and relatedness
promoting teacher leadership that fostered their capacity towards actively engaging and leading
school-based improvement and strengthened their resilience and lead to a steady commitment to

change.

Moreover, the school participation in TAMAM fostered the school organizational
learning and development at different levels. As a result of its participation in TAMAM the
school now possesses several characteristics that foster organizational learning and ensure the
sustainability of school improvement informed by the TAMAM model. Building individual and
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collective leadership skills, having shared vision, interconnectedness of individuals, and having
external support are some of the impacts of TAMAM participation which the literature relates to
promoting the school capacity and its organizational learning. Moreover, the school participation
in TAMAM promoted organizational learning and development at other multiple levels; it
hinged on the learning of the individual, group, and the organization as a whole. It also involved
the practice and valuing of inquiry and questioning of the deep taken for granted assumptions
and values in use and the willingness to develop new professional norms and values possessed
and shared among school members. Finally, it also provided democratic, professional, open, and
shared structure systems necessary to foster self-renewal and readiness to continuous change and
innovation. All these impacts on the institution promise the fulfillment of TAMAM vision for

sustainability of school improvement in the case school.

On the other hand, despite all the successes there were still impediments to the personal
and institutional learning claimed above. The limited resources, the fluctuating motivation, and
the difference in the readiness to engage in learning were big challenges that need to be
attentively and strategically addressed. Resilience seemed to emerge as a key skill that needs to
be more focused on in building the capacity of individuals and keeping their commitment to
sustain the impact of TAMAM in the case school despite the multiple emerging challenges team

members can face.

Implications for Practice
This research study is part of the evaluative research that can present evidence-based
understandings on effective school improvement strategies, implementation plans, and practical

actions for building schools’ capacity that can enhance schools’ practices and enrich the
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knowledge base of educational reform. It has several implications at the school, PST, and the

larger-scale levels.

At level of the case school. To sustain the leadership capacity and the organizational
learning identified in the case school upon the intervention of TAMAM, the school has to keep
the focus on the capacity building program because it has a threefold value, namely to build
competencies and leadership skills, boost motivation, and continue to lay the foundation for
sustainability through preparing the team for formal and informal roles of leading change. There
is great value in using the same approach to expand to new members. More building capacity is
needed to TSLT members by engaging them in the TAMAM improvement journey and
competencies in their own departments. By this, capacity building also starts to expand to more
teachers, and this requires allocating more time for them to promote their professional learning
through implementing the TAMAM job-embedded improvement journeys in which they can

think of new improvement initiatives that directly impact students.

The case school can also use the characteristics that the researcher advanced for the
organizational learning and development as strategic goals for building and sustaining the school

capacity and as criteria to examine its effectiveness.

Finally, this study can encourage the institution to continue providing supportive
conditions for lead team members throughout their engagement in school improvement,
specifically involving them in decision-making that influences school policies and regulations
and institutionalizing their improvement actions. The case school needs to sustain the newly
added full-time position where a formal role has responsibilities that are allocated to initiate,

support, and monitor school-based improvement and make it continuously embedded in the
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school processes. This formal role needs to be provided with the time, the authority to explore,
inquire, and experiment with innovative initiatives to gradually become accepted as

indispensable to the sustainability of school-based improvement.

At level of PST. The TAMAM project steering team can use this evaluation to articulate
indicators for the impacts on motivation (a new exploring field to them), which can then become
learning outcomes to be targeted as part of their capacity building program. Rather than
monitoring motivation to identify the need to intervene when the motivation levels drop, the
TAMAM design team can benefit from the results to set key performance indicators that it
proactively targets from the start and address throughout the implementation of the capacity

building program.

Similarly, the TAMAM design team can use the results of the impact on the
organizational structure and develop objectives and more focused strategies to ensure and
enhance this impact in other participating schools. That is, the PST can use these study findings
in terms of impact on the organization to set objectives that the project can work towards rather

than leaving those to emerge by chance.

Additionally, the results of this study can inform the development of strategies that
facilitate the professional learning of the team in terms of creating more supportive conditions
throughout their engagement in the job-embedded PD activities. Specifically, strategies to build
early rapport with the school administrations, negotiate special provisions for the lead team in
term of reducing their teaching load, allocate more decision-making authority to them, facilitate
their early involvement in modifying or developing policies that formalize the lead team

expanding role, and help institutionalize the improvement intervention they initiated.
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Moreover, the PST can think of resilience as an additional TAMAM competency that
seems to contribute to building the capacity of individuals to cope, adapt, and thrive in the face
of anticipated and unanticipated conditions and challenges. It also helps sustain the motivation of
lead team members to ensure their commitment, regain the momentum of the school involvement

in TAMAM as well as ensure the sustainability of improvement.

In addition, based on the added value to the role of the internal coach in the case school,
the results of the study can inform the TAMAM design team as it develops the role of the
internal coach, and make building coaching capacity at the school one of the goals of the
TAMAM capacity building program. The latter can also be helpful to other schools in similar
contexts as well as coaches and university educators interested in implementing it to build the
capacity for schools’ improvement while concurrently increasing the number of TAMAM
coaches. Finally, PST can use the design of this study as a template for other participating

schools to follow so that more evaluative studies are conducted on other participating schools.

At policy making level. The results of this evaluative research study can be informative
for policymakers in the Arab context interested in adopting the TAMAM capacity building
model for a larger-scale implementation. On one hand, it offers the blue prints for an evaluation
study design that is aimed at testing the effectiveness of a capacity building program and that
follows a collaborative approach that honors the experiences of the participants and their context
as well as uses long term data that has been collected throughout the initiation and
implementation processes. On the other hand, the results of the study can be considered as the
results of a pilot study in the Lebanese context that can provide evidence to inform decisions

related to implementing the TAMAM capacity building program on a larger scale.
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Recommendations for Further Research

This research study adds to the scarce literature and empirical data on leadership capacity
building for school-based improvement and reform in the Arab World. Given the need to capture
success stories in this field in the Arab region, the study adopted and assumed this appreciative
inquiry approach that is quite different from many approaches to evaluation, which focus on
deficits and problems. It inquiries into, identifies, and further develops the best of what is in the
organization to create a better future and envision what it might be like if this “best” occurred
more (Coghlan, Preskill, & Catsambas, 2003). The study focuses on the impact that is implicitly
seeking what worked and what was effective. It also adds the findings to the existing literature
about the TAMAM capacity building model specifically in evaluating its effectiveness and

impact.

Despite the positive approach of this research study, some aspects were challenging and
were shared especially in relation to sustaining motivation and dealing with its fluctuations,
which open the door for more in-depth examination of the strategies needed to be used to sustain
motivation and overcome the expected challenges throughout the training. Thus, further research
could be to examine the negative learning experiences of the team, namely focus on the

challenges.

Besides, this evaluative research can lay the foundation for further research that can be
done to examine each research question on the other participating schools in TAMAM. Research
question one can be explored more to evaluate the exact nature of growth TSLT members
achieved in the TAMAM competencies’ knowledge, skills, and attitudes. Merging categories can

be captured for generalizability that consequently help produce theoretical understandings that
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enhance the knowledge base on effective school improvement practices and inform educational

policies grounded in the cultural context of the Arab region.
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APPENDIX A
TAMAM PILLARS

This material is a copyrighted material and the property of the TAMAM Project and cannot be
used or duplicated without permission ©

The pillars provide a concrete set of standards of what the TAMAM project aspires that
participating school team members acquire. Each pillar has a “TAMAM?” definition and a
competency it represents that is further articulated into several descriptive elements. The
elements are categorized into knowledge, skills and attitudes; each of which possessing a

detailed and documented observable description. These pillars are:

Pillar 1 — Leadership for Change: empowering all members to lead for change; having a

vision of what the organization can become and mobilizing them to accomplish it;

Pillar 2 — Professional Collaboration: productively working together in joint efforts
toward a common goal, addressing interests and conflicts, conducting oneself with high
standards of ethics, honesty and responsibility;

Pillar 3 —Inquiry: Inquiry is a cognitive skill for lifelong learning and continuous school
improvement. Members inquire about educational practices and analyze data to arrive at
conclusions used as evidence for future actions;

Pillar 4 —Evidence-based Decisions: Guiding decisions through the best available current
evidence;

Pillar 5 — Reflective Dialogue and Practice: making meaningful and purposeful
discussions on educational matters to raise school members’ awareness of their practice and its
consequences on school development; understanding that reflection is one of the most effective
strategies to improve educational practices;
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Pillar 6 — De-privatization of Practice: generous exchange of educational knowledge and
its limitations among school practitioners through sharing of their practices;

Pillar 7 — Decisions and Actions Driven by Needs: decisions informed by reflective
dialogue and consultation with stakeholders and based on the needs and readiness of the target
group;

Pillar 8 — Evolving Design Planning: construction and deconstruction of action plans in
response to emerging challenges and based on evidence collected through continuous and
ongoing monitoring;

Pillar 9 — Experiential Learning: learning in context since professional knowing is
embodied and embedded in practice; making meaning from direct experience, learning by doing
through reflections on every day’s experiences;

Pillar 10 — Mentoring Approach: helping all members progress in their profession to
reach their full potential through a partnership that is held by a bond of trust and respect,
providing guidance and encouragement; and

Pillar 11 — Systematic Documented Practice: methodical recording, organization,
archiving, retrieval and dissemination of educational practices to inform policy development and

knowledge production.
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APPENDIX B

SAMPLE OF ELEMENTS OF TAMAM PILLARS\COMPETENCIES-2017

This material is a copyrighted material and the property of the TAMAM Project and cannot be

used or duplicated without permission ©

K = Knowledge S = Skill A = Attitude

Competency 1- Participative leadership for continuous improvement — Empowering all members
to lead for change; having a vision of what the organization can become and mobilizing them to
accomplish it.

6. Team members understand that effective leadership for continuous improvement is | K
participative.

7. Team members understand that on-going learning is a central aspect of leadership. | K

8. Team members understand the various sources of power not necessarily associated | K
with one’s formal position.

9. Team members are aware that the expertise they hold in a certain area is a source of | K
power for change.

10. Team members understand that they have the right, capability and responsibility to | K
lead.

11. Team members identify and acknowledge obstacles hindering their continuous | S

improvement and proactively address them.
12. Team members display creativity (thinking outside the box) and innovativeness to | S
solve their problems.
13. Team members build collective power from own expertise.

14. Team members resolutely pursue the development and creation of knowledge | S
targeted towards improvement.

15. Team members demonstrate persistence and take risks. S

16. Team members are willing to take initiative to identify imminent needs and set | A
priorities.

17. Team members share responsibility for decisions and accountability for outcomes. | A

18. Team members believe that change is within their collective powers (agents of | A
change, individuals who lead change within the school).

14. Team members lead by example by modeling the TAMAM values that are necessary | A

for continuous improvement
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APPENDIX C

SAMPLE OF TAMAM’S MASTER RUBRIC-2017

This material is a copyrighted material and the property of the TAMAM Project and cannot be used or duplicated without permission

©

Competency# 1 Participative Leadership for Continuous Improvement

Element

Does Not Meet Expectations

Partially Meets Expectations

Meets Expectations

Score

1

2

3

1. Team member(s)
understand that effective
leadership for continuous
improvement is
participative. (C1.1K)

Team member(s) do not make
statements (verbal or written) that
effective leadership for continuous
improvement is participative.

For Baseline:

There is no evidence that team
member(s) make statements that
effective leadership for continuous
improvement is participative.

Team member(s) rarely make
statements (verbal or written) that
effective leadership for
continuous improvement is
participative.

Team member(s) consistently
make statements (verbal or
written) that effective leadership
for continuous improvement is
participative.
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2. Team members are aware
that the expertise they hold
and acquire in a certain
area is a source of power
for change. (C1.4K)

Team member(s) are not aware that
their expertise is a source of power
for change.

For Baseline:

There is no evidence that team
member(s) are aware that their
expertise is a source of power for
change.

Team member(s) have limited
awareness that their expertise
could be used as a source of
power for change.

Team member(s) are aware (by
making verbal or written
statements) that their expertise is
a source of power for change.
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APPENDIX D

SAMPLE OF TAMAM IMPROVEMENT JOURNEY RUBRIC - 2016

This material is a copyrighted material and the property of the TAMAM Project and cannot be

used or duplicated without permission ©

Does not meet
expectations

Meets expectations

Exceeds expectations

The lead team did not
identify an improvement
need related to student’s

The lead team identified an
improvement need related to
student’s learning.

learning.

The lead team identified an
improvement need, based on
evidence or agreement
among school community
and related to student’s

learning.

The lead team did not
identify an improvement
need that is aligned with

The lead team identified an
improvement need aligned with
the school’s vision.

the school’s vision.

The lead team identified an
improvement need aligned
with the school’s vision and
the school strategic
improvement direction.

The lead team did not
identify an improvement
need nor determined its
causes, manifestations
and the related factors.

The lead team identified an
improvement need but didn’t
specify its causes, neither its
manifestations, nor its related
factors.

The lead team identified an
improvement need listing its
manifestations, causes and
its related factors.
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APPENDIX E
SAMPLE OF TAMAM DIAGNOSTIC CHECKLIST- 2016
This material is a copyrighted material and the property of the TAMAM Project and cannot be used or duplicated without permission

©

Rarely Applies = You rarely display the knowledge, skill or attitude.
Partially Applies = You display the knowledge, skill or attitude but with some inconsistency
Applies = You display the knowledge, skill or attitude on regular basis

1- I understand that reflection is making
meaningful and purposeful discussions
on educational matters to raise
awareness of my practice and its
consequences on school development

2- | understand that reflection is a
process by which my information,
behavior, actions, as well as the thinking
behind them are examined

3- I know that reflection makes me
aware of my implicit knowledge and
underlying professional beliefs.
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4- | recognize the two levels of reflection
(technical and critical).

5- I understand that the practice of
reflection needs structured and scheduled
time

6- | ask other school members for their
ideas and viewpoints with focus and
purposefulness.

7- 1 continuously ask myself if I am
progressing towards my intended goals
(at every station of the TAMAM

journey)

8 - I continuously ask myself if | am
following my own plan.

9 - I identify the rationale, assumptions,
and values underlying my practices,
ideas, and goals.

10- I ask What, Why and How things are
being done.

11 - I identify gaps in my knowledge

12 - 1 am capable of discussing the
processes that | adopt in my practices
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13- I question both good and bad
consequences

14 - My comments do not provoke
conflict among others nor between me
and others.

15 - I thoughtfully reflect on others’
comments.

16 - | take a step back and apply the
following skills:

a

Questioning

b- Comparing and Contrasting

c

Sense Making

d- Exploring

17. 1 cherish the outcome and show open
mindedness.

18. Team members display
wholeheartedness.
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APPENDIX F
TAMAM FOCUS GROUP PROTOCOL FOR TSLT MEMBERS -2016
This material is a copyrighted material and the property of the TAMAM Project and cannot be

used or duplicated without permission ©

The Interview Questions for the Focus Group

The Fifth competency- Reflective Dialogue and Practice

1. In your opinion, what does the term “Reflection” or “reflective practice” refer to?
2. Do you practice reflection? in teams or individually? How?

3. In your opinion, which practices require reflection? How many times do you do that?
Give examples.

4. What questions do you ask yourself while engaged in reflection? What questions do you
ask your whole team to encourage such a practice?

5. What domains/ educational practices (planning, setting objectives, performance...) do you
reflect on? Give examples.

The Second competency- Inquiry

1. In your opinion, what does the term “Inquiry” refer to?

2. Do you use inquiry during your practices? How? Give examples of the domains/educational
practices during which you use inquiry.

3. Describe the procedure that you follow to inquire about these practices. (The purpose
of this question is to understand whether each member is aware of the procedure that is
needed to be followed during inquiry)

4. In your opinion, what is action research?

Exploratory Questions: what mechanism is used from the start of your project until the end
(collection and analysis of data)? How do you use the results gathered?

3. As you plan for your educational institution improvement project, what steps do you follow?

4. How do you use the inquiry during your planning phase?
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Third competency- Evidence-based Decisions

Fourth competency - Decisions and Actions Driven by Needs

1. Reflect on the process that you follow to take a decision.

2. How do you take a decision within your team? How do you evaluate the authenticity of
the information gathered to base you decision on?

3. What factors do you take into consideration while taking a decision related to your target
group (the target group for the teachers is the student; the target group for the principal and
coordinator is the teachers; the target group for administrative supervisors is the teachers
and students).

Exploratory Questions: what type of consultations/discussions take place to drive you to a
certain decision?

4. With whom do these consultations/discussions take place?
5. What information do you gather to take the decision?
6. How do you evaluate the authenticity of the gathered information?

7. What process/technique is followed to find solutions/take decisions?

The Fifth competency - De-Privatization of Practice

1. In your opinion, what does the term de-privatization of practice means to you?

2. What types of experiences do you usually share with your team? Give examples.

Exploratory Questions: Had there ever been a lack of acceptance of other members’ opinions
within the team regarding a certain incident? What was the reaction? How was the issue
addressed?

The Eleventh competency - Systematic Documentation of practice

1. In your opinion, what does the term systematic documentation means to you?
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2. Describe the documentation procedure in your team/school. When and how
documentation takes place? What is being documented?

3. With whom do you share these documents? How are they being shared?

The Sixth competency - Evolving Design Planning

1. How do you set plans in your institution? Describe the process/procedure followed
during the planning phase. Give an example.

2. What are the components/steps of a comprehensive and effective plan?

3. What does monitoring during implementation means to you? How do you plan for this
monitoring?

4. How is a plan implemented? Was there a situation where you didn’t implement the plan
set? Why? How did you take the decision to make adjustments?

5. Do you identify the challenges that you might encounter while implementing the
improvement project at the institution? How do you do that? Please explain by providing
some examples.

6. How do you deal with the challenges/factors that hinder your project? Give examples.

The Seventh competency - Professional Collaboration

1. In your opinion, what does the term professional collaboration means to you?

2. Describe your work as a team. Give specific examples on the process of forming the
team.

Exploratory Questions: describe the team’s interaction during professional collaboration.
How do the team members deal with the weaknesses in themselves and others?

How do the team members deal with the strengths in themselves and others?

How do decisions take place within a team?

To what extent does the team rely on the constructive feedback?
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What information do you need to know about the team members in order to have professional
collaboration?

How do team members act when a disagreement takes place or if there is lack of proper
communication?

Talk about the diversity in your team. Do you encourage such diversity?

Avre there principles/rules the team has agreed on and are considered as the method for
humanistic/ethical communication among yourselves? If so, tell us more on how you implement
it.

The First competency - Participative Leadership

1. What is your understanding of the term leadership in general? Within your team? Give
examples.

2. What are some of the main features of leadership? Give examples.

3. Who are the leaders in your school? How do you practice leadership within your team?
At the institution? Give examples.

Exploratory Questions: from where is your leadership model is derived? Do you take decisions
within your field of specialty?

Do you take initiatives? Do you defend those initiatives? How?

Give examples about decisions you initiated without depending on the guidance of the principal.

The Tenth competency — Mentoring

1. Reflect on your professional role as a mentor/teacher (part of your role involves teaching
others-coaching your colleague or employee...)

2. What is your understanding of a mentor? Give evidence regarding some of the mentoring
you provide.

3. Describe the approach that you follow while mentoring others; describe the relation
between you and the mentees.
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4. What actions do you take to follow up on these individuals and support them to learn?
Give examples.

5. What motivates the mentees? What support do you provide them with?

The Ninth competency - Experiential Learning

1. Reflect on your professional beliefs while supporting others to learn.
2. What is your understanding regarding the concept of “experiential learning”?

3. How do you design and implement professional development activities? Describe with
examples.

4. How do you plan based on experiential learning? Give examples.

Journey related skills

While working on improvement initiatives, can you describe the process you follow from
initiating this improvement until what you consider is the conclusion of it? Use an example to
illustrate.

(The following questions will be used later to probe into all aspects of the Journey if they were
not covered in their account.)

Need identification and setting an ideal scenario:

v" How do you identify improvement needs?

Probe the participants by asking them about the evidence they collect to identify their
needs and how they document this evidence.

Do you identify the causes, aspects and manifestations of the identified needs?
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v" How do you align these needs with the vision of your institution/ program and commit
to improved student learning?

Probe to ask them how they find out that this is considered a shared need and a priority
by colleagues the department/institution, and by the stakeholders that their initiative is
targeting.

v’ After identifying your need, describe the steps of how you envision your exemplary
practices after solving the problem? After you have identified this need, are you aware
of the best practices that you want to get to?

To what extent are these exemplary practices limited by your perceived barriers to
make these exemplary practices a reality?

v" Where do these exemplary practices align with the vision of the institution in which you
work?

Probe the participants by asking them about the role of an ideal scenario in setting
improvement goals for their initiative.

Planning and implementation:

v Do you usually set well-defined comprehensive plans before implementing certain
practices? What aspects do you plan for? Describe the planning process you follow.
You can explain through an example.

v How do you usually set a specific design for your interventions? What is it? Probe the
participants by asking them if they set goals and objectives as part of the design of
these interventions?

v" What is your understanding of planning for implementation? What does a plan for
implementation cover? What is, in your opinion, the importance of planning for
interventions? Planning for implementation?

v" To what extent do you follow the plans you set?

v Do you usually monitor your practices? How? Do you usually set a plan for this
monitoring? Do you document these monitoring stops?

Evaluation and decision making:
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v’ After implementing the interventions, do you evaluate? Do you set a plan for this
evaluation? On which bases?

v" Eventually, what do you do with the evaluation results you arrive at and how do you
employ them for future action? Do you document this whole process? Do you follow
specified formats for this documentation? You can explain through an example.
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APPENDIX G
MOTIVATION INDIVIDUAL INTERVIEW PROTOCOL WITH TSLT MEMBERS

The researcher conducted semi-structured individual interviews with all lead team
members (both old and new/current team members) to collect data in relation to their motivation
and commitment to change and school improvement. Interview questions were guided by the
theoretical literature review to have the participants provide their perspectives about the impact
of TAMAM project participation on their motivation and commitment to school’s improvement
and change process. For the researcher to self-assess her motivation and commitment to change,
she used the same interview protocol as her self-assessment checklist and gave answers to the
questions and probes. The latter were as follows:

1. From your perspective, did your participation in TAMAM project foster your motivation
to change?

If yes, how and in what ways did it

a. Support your competence and improve your abilities?

b. Foster your autonomy?

c. Support your relatedness and collaboration with others?

2. From your perspective, did your participation in TAMAM project affect your resilience
to play leadership roles in being agents of change at your school? If yes, how and in what
ways?

3. From your perspective, did your participation in TAMAM project increase your
ownership and commitment to change? If yes, how and in what ways?

4. How do you evaluate your motivation level to any new change initiative at school? Please

provide examples

267



APPENDIX H
INDIVIDUAL INTERVIEW PROTOCOL WITH SCHOOL DIRECTORS

The researcher conducted semi-structured individual interviews with the head of the
advisory board of the school and its school principal to have them provide their perspectives,
about the impact of TAMAM project on the team members’ professional learning and
commitment and about the impact that participation in the project had at the learning of the
organization. Data generated from these interviews were used by the researcher as newly
collected main evaluative data for research question three and as supporting data for research

questions one and two.

1. From your perspective, how can you evaluate the impact of TAMAM on the organizational
learning of the case school?
a. Did TAMAM professional beliefs challenge the existing professional norms?
How and in what ways?
b. What structural changes did you adopt at the case school to promote its

organizational learning and development?
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APPENDIX |

GROUP INTERVIEW PROTOCOL WITH PST
The researcher conducted a group interview with the project steering team members to
have them provide their perspectives, about the impact of TAMAM project at the organization in
general. The purpose of the group interview was to explore the overall process of the model
implementation and provide a thorough background information and description of the capacity
building strategies used to enhance and support the team and the organizational learning. Data
generated from these interviews were used by the researcher as main data for research question

three and supporting data for other research questions.

Main Data for RQ3:
1. From your perspective, did TAMAM impact the organizational learning of the case school? If
yes,

a. Did TAMAM professional beliefs challenge the existing professional norms?
How and in what ways?

b. What learning opportunities did participation in TAMAM offer the case school to
foster its learning and development?

c. To what extent did participation in TAMAM cause structural changes at the case
school that promote its organizational learning and development? Provide specific
examples.

Supporting Data for RQ1 and RQ2:
2. From your perspective, did TAMAM impact the professional learning and motivation level of

the team to remain committed to school improvement?
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a. From your perspective, what strategies did you use to build leadership
capacities in TSLT?

b. What measures in the design, implementation, monitoring, and evaluation of
the improvement journey were adopted to ensure change at the case school?

c. What kind of support did you provide to the case school at individual, teams,
administration, and organization levels as a result of the school participation

in TAMAM?
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APPENDIX J

SAMPLE OF BASELINE DATA EXCEL SHEET
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APPENDIX K
SAMPLE OF TSLT INITIAL PLAN REPORT: INSTRUCTIONAL SUPERVISION

IMPROVEMENT INITIATIVE
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